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Girls’ access to education in Pakistan is an ongoing challenge, with a greater percentage 
of girls currently not attending school than boys (ASER Pakistan, 2019b). Existing research, 
which is primarily quantitative, has highlighted the positive influence of mothers on their 
daughters’ school enrolment (Faize and Dhar, 2011; Khan and Ali, 2005). These findings, first, 
reveal the significant role mothers play in their daughters’ education. Second, they highlight 
the need to develop a deeper understanding about the underlying processes through which 
mothers are able to play this role.  
To achieve an in-depth understanding of these processes a qualitative perspective has 
been adopted drawing on Sen (1993, 1999) and Nussbaum’s (2001, 2011 a & b) notions of 
capability and agency. Capability in the focal context is defined as mothers’ freedom to acquire 
educational opportunities for their daughters, and agency as their capacity towards achieving 
these goals. These theoretical concepts are operationalised by evaluating mothers’ aspirations 
regarding their ambitions for their daughters’ education, and actions to demonstrate their 
capacity to fulfil these. By exploring mothers’ aspirations and their actions in support of their 
daughters, it can be elicited whether they have the capability (freedom to achieve) and agency 
(the capacity for action) to shape their education. By so doing, the conditions that enable 
mothers to help their daughters to pursue education effectively can be uncovered.  
Based on the abovementioned theoretical concepts, I developed and conducted semi-
structured interviews with mothers and their family members from thirty households in three 
villages of rural Punjab, Pakistan. After conducting thematic and narrative analysis of the data, 
I discovered that mothers who demonstrated the capability and agency in supporting their 
daughters’ education are enabled to do so in two ways. Firstly, they utilise silences and voice 
(in a figurative sense) to realise their aims. That is, the narratives of some mothers show how 
silences and voice are strategically used to create a pathway towards their daughters’ education 
in a historically complex and gendered environment. Secondly, in order to stay focused on their 
goals, mothers develop an ability to shield themselves from the frustrations that accompany 
disadvantage, and consistently pursue their goals until they are successful. I also demonstrate 
that this shielding ability aligns with one of Unterhalter’s (2017 and 2018) theorisations, that 
of negative capability. In sum, the analysis of mothers’ aspirations and their actions reveals 
 iii 
how some are able to gain the capability and agency to achieve their goals by using ‘silences 
and their voice’ as a resource, and through developing an ability to remain unaffected by 
disadvantageous conditions to pursue their goals consistently.  
In this thesis, the importance of mothers’ efforts for their daughters’ education from the 
perspective of their own attempts to support it is investigated. The outcomes reveal the 
unconventional ways in which mothers in the focal context gained capability and agency 
through silences and negative capability, thereby contributing to the emerging literature on the 






I am indebted to the participant mothers in this research and individuals who freely gave 
their valued time to discuss their ideas and philosophies. Whilst the work produced in this 
thesis is my own, the knowledge was generated through many conversations during the time 
pursuing a PhD.  I am thankful to everyone who has contributed in any way and those who I 
mention are just a few who were actively involved. 
To all the wonderful women in and beyond my life, especially the participant mothers in 
my study, who generously shared their lives and time with me, I am forever grateful for your 
support.  It would be remiss of me not to mention the inspiring mothers of the martyred children 
in the 2014 Peshawar school massacre.  My life forever changed after I met many of you at the 
funerals of your beloved children.  Your longing for education led me to explore why mothers 
do what they do.  
I, then thank Pauline Rose (Professor in International Development, Faculty of Education, 
University of Cambridge) for supervising me throughout my PhD project. Over the years, you 
have guided me to become an objective and reflexive researcher, enabling me to translate my 
passion for women’s abilities into a rigorous piece of academic writing. I am grateful for your 
wisdom and support, which became particularly valuable during the later stages of my PhD.   
Thanks to the Gates Cambridge Trust for financing my PhD and supporting me 
throughout the journey.  Also, my appreciation goes to Newnham College for helping me in 
times of need and the Faculty of Education for funding my fieldwork.  Apart from the financial 
support, I have got to know these organisations and people who have always been there for me 
whenever I reached out, so a special thanks to Louisa from the Gates Trust, Kate Fleet (Director 
of Skilliter Centre, Newnham College) from Newnham College and Emma Rixon, formerly of 
the Faculty of Education.   
I owe gratitude to my advisor Ricardo Sabates (Reader in Education, University of 
Cambridge) and my PhD registration examiner Riikka Hofmann (Lecturer, Faculty of 
Education, Cambridge) for starting me on my PhD journey and helping my work grow in a 
direction that led me to produce work on the lesser heard voices of women.  I also thank 
individuals at the Faculty of Education, who by agreeing to discuss my work during the initial 
stages of my PhD, helped me in forming the methodological approach that suited my project. 
 v 
Accordingly, I would like to thank Madeline Arnot (Emeritus Professor in Education), Jo-Ann 
Dillabough (Reader in Sociology of Young People and Global Cultures), Arathi Sriprakash 
(Reader in Sociology) and from Development Studies, David Alexander Clarke (Research 
Fellow, University of Laurence, Italy).  
From Newnham College, I would like to thank the wonderful Catherine Hills (Fellow 
Emerita, Newnham College), who started as my college tutor, but has grown to become a dear 
friend, Manali Desai (Reader in Sociology, University of Cambridge) for her support beyond 
her role as a college mentor and Sara and Vicky for responding to my questions at the oddest 
of hours. You all inspire me so much! 
A special thanks to the wonderful Anne Gold (Honorary Senior Research Associate, 
UCL, Institute of Education), who has become a mentor for me ever since I met her. With such 
kindness and care you kept me inspired making sure I didn’t lose sight of the finish line.  Your 
work on teaching and leadership reflects in your values in life. I aspire to be a teacher like you, 
and hope, like you, I can also support women in seeing the leader in themselves.  
I must also thank Amartya Sen (Professor of Economics and Philosophy, Harvard 
University) and the other capability theorists and scholars, the late Saba Mahmood (Professor 
of Anthropology, University of California at Berkeley), Jane Parpart (Faculty Fellow, 
University of Massachusetts) and many others whose work has inspired me throughout my 
doctoral research.  
To my dear friends who have been responsible for my wellbeing in the past years, Meghna, 
Sharmeen, Shehrbano, Mohibi, Hilary and Asma. I could not have done this without you all. 
To my generous friends Elisa, Camilla, Isang, Meghna, Hannah, Nicolas, Kalifa, Hilary and 
Anna, who despite their own PhD workload have not only supported me emotionally, but also, 
by reviewing parts of my thesis at various points in time.  A very special thanks to Meghna and 
Elisa (my thinking partners), who have challenged me to think critically about my positionality, 
not just in my PhD research, but also, in the broader fabric of life.  
I thank my family for their unflinching support, in particular, my mother, for being that 
little voice in my head that has always told me ‘Oh yes you can!’ every time I’m about to give 
up on something. My gratitude to my father for teaching me to be kind to myself and others, 
and for raising me in an un-gendered house. A very special thanks to my sister Rabia for 
holding my hand and being my rock in the darkest of hours, my brother-in-law Asim, my sisters 
Maria, Nayab, Komal and their amazing children who have helped to keep me going.  Maria, 
 vi 
your friendship has meant everything to me in life. A very special thanks to my god son Qadeer, 
who lifted my spirit in the darkest of hours. My children (nephews and nieces) Hannan, Qadeer, 
Saifullah, Dani, Zainab and Rida, you taught me the true meaning of resilience and compassion. 
And finally, a special thanks to my aunt Nighat Younas, who was there to support me 
throughout my PhD. I have been able to complete my PhD today because of all of you.  
A moment of silence for the two people who make my life worth living, who have made 
me a reflexive human being, and because of whom I will always feel like a success-my dear 
children Amna and Adnan.  It is because of you that I have prevailed, continued, and most 
importantly, I have remained. Thank you for being by my side through thick and thin. If I 
could, I would share my post PhD title with you two.   
Finally, a special thanks to God to whom I have always returned at breaking points in my 






“but you know, [in a game] it is important to play even if you lose, rather win 
without having had the opportunity to play”.     
   
Amna Akbar 
I dedicate this PhD to my children Amna Akbar and Adnan Akbar, who have helped me 
understand that sometimes people highly value their precious ‘capacity for action’ (opportunity 











Chapter 1 Introduction 1 
1.1 Background and introduction 1 
1.2 Scoping the field and area of research 4 
Chapter 2 Locating Girls’ Education and Mothers’ Influence: A 
Review of the Literature 
7 
 Introduction 7 
 
I. Locating the Study Within International Debates on Girls’ 
Education 
 




Situating within the Local: The Province of Punjab  
10 
2.3 
Situating within the Social: Gender household relationships 
and barriers to education 
13 
 
II. Locating the Study Within Empirical Literature on 
Mothers’ Relationship with Their Daughters’ Education 
 
2.4 Gendering of mothers and daughters: Looking at mothers’ 
relationship with their daughters’ education through the lens of 
gender 
17 
 III. Locating the Study Theoretically  
2.5 Why the capability approach? 25 
2.6 Introducing the capability approach and the theoretical concepts 
informing the study 
28 
 ix 
2.7 The roadmap for the thesis 34 
Chapter 3 Methodology 37 
 Introduction 37 
 I. Philosophical Worldviews, Research Design and Methods  
3.1 A qualitative research approach 38 
3.2 Research method: Semi-structured interviews and other field 
materials 
40 
3.3 Positioning myself in the research 45 
 II. Data Collection Procedures  
3.4 Research Design and procedures 49 
3.5 Sampling Survey: Research Phase One 60 
3.6 Data collection through interviews: Research Phase Two 67 
3.7 Ethical issues 78 
 III. Analysis  
3.8 Analysing the data 81 
3.9 Concluding remarks 95 
Chapter 4 Getting to Know the Village Communities of Mothers: 
Exploring Physical, Economic and Social Access for 
Daughters 
97 
 Introduction 97 




4.1 Method used for analysing physical and social access 99 
4.2 Method used for analysing economic access 101 
 II. Creating a Profile of the Sampled Village Neighbourhoods 
of Chak Ameeran, Virasatpur, and Chak Sangar 
 
4.3 Profiling the neighbourhood of Chak Ameeran 103 
4.4 Profiling the neighbourhood of Virasatpur 114 
4.5 Profiling the neighbourhood of Chak Sangar 125 
4.6 Comparative analysis across the three village neighbourhood 
sites 
135 
4.7 Concluding remarks 141 
Chapter 5 Mothers’ Perceptions of their Influence on their Daughters’ 
Education: Exploring Beyond Mothers’ Personal Education 
and their Contributions to Household Decision-Making 
143 
 Introduction 143 
5.1 Insights from across the dataset 144 
 I. Exploring the Relationship Between Mothers’ Education, 
and/or Greater Participation in Decision-Making and their 
Daughters’ School Status 
 
5.2 Understanding mothers’ education and its relationship with 
their daughters’ school status  
146 
5.3 Understanding mothers’ participation in household decisions 
and their daughters’ school status 
148 
 II. Moving Beyond Mothers’ Education and Decision-Making  
 xi 
5.4 Mothers’ aspirations for their daughters’ education: What are 
these and why are they relevant? 
159 
 III. Application and making sense: The Contestations and 
Agreements within Mothers’ Aspirations of ‘Anticipated 
Gains from Education’ 
 
5.5 Exploring mothers’ actions: Their efforts to secure their 
daughters’ education 
175 
5.6 Exploring mothers’ aspirations in tandem with their actions in 
support of their daughters’ education 
187 
5.7 Concluding remarks 189 
Chapter 6 Mothers, their Social Relationships and the Creation of 
Pathways: Paving a Way using Silences and Voice 
191 
 Introduction 191 
6.1 Insights from across the dataset 192 
 
I. Interconnections Between Aspirations, Agency and 
Structural Constraints: From the ‘Capacity For Action’ 
(Agency) to Goal-Oriented Navigation. 214 
 
6.2 Mothers and their ‘Capacity for Action’ (agency) in pursuit of 
their goals 
194 
 II. Mapping the network of social relations  
6.3 How are Social relationships important for mothers? 200 
 III. Applying the Framework  
6.4 Hearing mothers’ oppressive silences generated within a 
network of relationships  
206 
6.5 Hearing empowering silences and the exercise of agency 210 
6.6 Concluding remarks 217 
 xii 
Chapter 7 Deciphering Mothers’ Perceptions of the Value of 
Education and the Emergence of Negative Capability 
219 
 Introduction 219 
7.1 Overall insights from the data set 220 
 I. Negative Capability and the Theoretical Connections  
7.2 Negative capability and the agency to shield oneself from the 
frustrations of prevailing disadvantage 
221 
 II. Mothers’ ‘Perception of Education as an 
Active/Procreative Space’: Using the Analogy of a 
‘Capability Seed’  
 
7.3  
Imaginings of education as a capability seed 
226 
 III.  The Application of the framework  
7.4 Applying the proposed framework of negative capabilities 230 
7.5 Concluding remarks 237 
Chapter 8 Discussion and Conclusion  239 
 Introduction 239 
8.1 Key arguments and findings of the thesis 240 
8.2 Contributions of the study 243 
8.3 Implications of the study 244 
8.4 Limitations of the study 248 
8.5 Suggestions for future research 249 
8.6 Conclusion 250 
 xiii 
 References 251 
 Appendices 282 
3.1 Semi-structured Interview Schedules (Sheets) 282 
3.2 Geographical Area Selection and Further Clustering Results 309 
3.3 Survey Sheets (Urdu, English, filled and unfilled) 318 
3.4 Survey Technical Report by Gallup Pakistan 333 
3.5 District Census Report with Regional Details Released by the 
Population Census Organisation, Government of Pakistan, for 
Sargodha 
358 
3.6 Ethical Protocol 367 
3.7 Risk Assessment Exercise 368 
3.8 Basic Informed Consent Form 371 
3.9 Sample Transcription from Male and Female RA 374 
3.10 Complete Codebooks 376 
3.11 CV of Supporting Researcher 393 













2.1 Contrasting frameworks (Unterhalter, 2005, p. 16) 18 
3.1 Semi-structured interview sections and corresponding theoretical concepts 41 
3.2 Issues of research design and structure of the section 51 
3.3 Criteria for unit of analysis 52 
3.4 Sampling strategy 54 
3.6 Survey team members (real names with permission) 63 
3.7 Outcome of the sampling survey process 65 
3.8 Selected households for interviews 66 
3.9 Detailed description of the interview data collected  76 
3.10 Average time for interview recordings 76 
3.11 Initial codebook for reference (adapted from Creswell and Poth, 2018, p. 
192) 
90 
4.1 Physical and social access 100 
4.2 Coding scheme for the economic access analysis 102 
4.3 Findings for physical access in Chak Ameeran 105 
4.4 Financial status categories of households in the neighbourhood of Chak 
Ameeran 
109 
4.5 Social access in Chak Ameeran 112 
4.6 Physical access to Virasatpur 116 
 xv 
4.7 Financial status categories for the households in Virasatpur 120 
4.8 Social access in Virasatpur 122 
4.9 Physical access in Chak Sangar 127 
4.10 Financial status categories for Chak Sangar 130 
4.11 Social access in Chak Sangar 133 
4.12 Collated findings of physical access for all three village neighbourhoods 136 
4.13 Collated findings of social access for all three village neighbourhoods 138 
5.1 Themes and quotes for mothers’ participation in decision-making 150 










1.1 Mapping the literature (adapted from Creswell and Creswell, 2018, p. 34) 5 
1.2 Search records on Zotero 6 
2.1 Varying enrolment patterns across provinces and genders 9 
2.2 Comparison of education and other facilities between Punjab and other 
provinces 
11 
3.1 Qualitative research approach adapted from Creswell and Creswell (2018, 
fig. 1.1, p. 5) 
38 
3.2 Field notes/observation sheet, adapted from Denscombe, 2010, p. 187 44 
3.3 Overall research design 50 
3.4 Criteria selection matrix 56 
3.5 Advantages and disadvantages of using the ASER Pakistan (2014) dataset 57 
3.6 Clustering results at the district level  59 
3.7 Clustering results at the village level (names of selected villages 
anonymised)  
60 
3.8 Timeline for sampling survey 61 
3.9 Interview process timeline 67 
3.10 Recruiting researchers for interviews 70 
3.11 Audio files for the interviewer and other training sessions 73 
 xvii 
3.12  Shabbir’s interview sessions with male participants 73 
3.13 Narrative analysis process (adapted from Creswell and Poth 2018, p.199) 87 
3.14 Sample screenshot of NVivo annotation 89 
3.15 Screenshot of NVivo codes 93 
4.1 Map of Chak Ameeran 104 
4.2  Images of Chak Ameeran 104 
4.3  Map of Virasatpur 115 
4.4  Images of Virasatpur 115 
4.5 Map of Chak Sangar 126 
4.6 Images of Chak Sangar 126 
4.7 Women’s gathering for the daily bread baking activity (the faces of those 
who requested not to be identified are covered) 
141 
5.1 Mothers’ education levels and daughters’ education status 147 
5.2 Mothers decision-making and daughters’ education status 153 
5.3 Thematic map of mothers’ aspirations for their daughters’ education  160 
5.4 Excerpt of the coding for ‘Achieving Educational Levels’ 161 
5.5 Coded categories of ‘Anticipated Gains from Education’ 164 
5.6 Dominant narratives of mothers’ aspirations about ‘anticipated gains from 
education’ 
170 
5.7 Showing coded categories for ‘Lack of Aspirations’ 173 
5.8 Thematic map of mothers’ actions for their daughters’ education 176 
5.9 Coded categories of ‘Putting Daughters in School’  
 xviii 
5.10 Coded categories for ‘Supporting Daughters with educational Activities’ 181 
5.11 Coded categories for ‘Planning’ 184 
5.12 Coded categories from ‘Actions to Restrict Educational Opportunities’ 187 
6.1 Mothers’ relationships and family structures 202 
6.2 Support from household heads 194 
7.1 Proposed analytical framework for interpreting negative capability 224 







Chapter 1: Introduction 
1.1 Background and Introduction 
Through this thesis, I have explored how mothers shape their daughters’ education. 
Specifically, the aim was to gain understanding through capturing the perspective of mothers 
the ways in which they endeavour to support their daughters’ education in the rural villages of 
Pakistan. If I claimed that this focus is only the consequence of the academic knowledge that I 
accumulated during my PhD, it would be partially true because the ideas for this project have 
amassed through my own experience of performing the various gendered roles myself and my 
interactions with others playing these roles as well. Therefore, the inspiration for this study 
goes back in time much before I began my formal research for a PhD. As I discuss in Chapter 
2, through academic knowledge I was able to locate my project within the previous theoretical 
and empirical literature. Prior to this, Chapter 1 is dedicated to introducing my research interest 
and justifying its importance through a narrative analysis of some of the events in my life. 
Following in the ways of some others (Weiner, 1994; Unterhalter, 2020), I begin this thesis by 
introducing my personal self (in terms of my life experiences), with the understanding that 
these experiences are inseparable from the undertakings of my researcher self (Code, 2011). 
Who am I in this study? I have asked myself this question multiple times since I started my 
PhD.  
I have always seen myself as a keen listener and a student wanting to learn, but as the 
time has passed this understanding has deepened. In seeking to be a listener I have had to doubt 
my ideals, interpretations and realities. I have made use of the learnings of my gendered self; 
recalling my experiences in life (those of a girl, daughter, sister, wife and mother) to understand 
the gendered processes that underlie mothers’ efforts to influence their daughters’ education in 
Pakistan I am cautious in valorising the experiences that emerge from gendered roles, given 
that they are often formed in conditions of inequality and oppression, thus making them 
problematic (Folbre, 1994; Bergman, 2005). However, I acknowledge the importance of these 
experiences and the ways in which they have shaped the decisions I have taken at various stages 
of this research. They have helped me to make sense of decisions taken by the mothers (my 
participants) as they negotiated for their daughters’ education in their family and society at 
large. In this regard, the family acts as a ‘prolific’ space for action, where mothers often claim 
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their power (Kumar, 2005, p. 176). It is in this space that I have explored ‘maternal thinking… 
the unity of reflection, judgement and emotion’, behind their engagement with issues related 
to their daughters’ education (Ruddick, 1980, p. 347).   
I was born in the year 1981, to an upper-middle income family living in a semi-urban 
neighbourhood of Peshawar, Pakistan. My parents were both professionals: my mother a 
botanist and teacher by training and educationist by profession and my father, an economist by 
training and a government officer as his employment. In the same year as my birth, my mother 
established a small girls’ school in our neighbourhood. In those times this school was unique, 
because the mushrooming of low-cost private schools witnessed today had not begun (Andrabi 
and Khwaja, 2002). School for girls was equally rare in both the public and private sectors. 
Over the subsequent decades, with Pakistan’s involvement in uprooting the Soviet invasion in 
Afghanistan and the consequential decade of militant activities against girls’ education and 
school buildings, this shifted girls’ schools to being at the very centre of the regional politics 
of the time. Using this event of my mothers’ girls’ school opening I will take the opportunity 
to contextualise gender and education in the past few decades in Pakistan. 
A few years prior to the school’s opening, in 1977, through a military coup, General 
Zia ul Haq had taken over as the sixth president of Pakistan. Zia’s regime (1977-1988) is known 
famously for the Islamisation of the state apparatus (creating an Islamic State based on the 
Shariah-Islamic laws), and alliance with the US and other countries, with the aim of uprooting 
the Soviet invasion in the neighbouring country of Afghanistan (Lau, 2006). Both of these 
agendas had a direct bearing on females and their education inside the country. Zia’s 
Islamisation project entailed the social and legal integration of Islamic principles into the state 
machinery (Ziring, 1988).  He introduced some very regressive laws for women as part of his 
theory of ‘Chadar and chaar dewari’ (The veil and four walls - the idea that women’s place is 
inside the four walls of the house) (Zubair and Zubair, 2017). In 1983, when Zia tried to have 
the witness law passed, whereby woman’s account would only register as having half the value 
of that of a man. This was connected with the Hudood ordinance, as part of which, if a woman 
failed to produce witnesses for a filed case of rape she could be tried for adultery), a large 
number of women took to the streets to protest and oppose the law. In the wider context, the 
situation in Afghanistan was escalating, with militant groups gaining in terms of strategy and 
strength. The subsequent decades saw the withdrawal of the Soviet Union and the political 
struggle for power within and outside of Afghanistan. In 2001, Pakistan was again at the 
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forefront of the War on Terror. As a result of this involvement, militants retaliated by targeting 
and destroying thousands of schools in Pakistan, many of which were those for girls. 
The backdrop to my narrative is that the pursuance of education for women in Pakistan 
and the region as a whole has been a bittersweet struggle.  I remember when I was growing up, 
I interacted with local women who worked in my mother’s school as support staff, many of 
whom had spent decades working at the school. With the reputation of a female headed and 
run space my mother’s school gained the trust of both men and women. As a result, many 
families that did not allow their women to step out of the house let them work at this school. 
Without being conscious of it at the time, I believe this inculcated a sense in me that education 
was perhaps a synonym for an active space, where the boundaries of the physical and 
psychological blurred together to form a third space (Vaughan and Walker, 2012; Zubair and 
Zubair, 2017). I was there when many of these women had their children; I was also there when 
many became widowed. I witnessed how when faced with misfortune they stepped up, and 
when needed, negotiated with their families to be able to leave their domestic spheres to earn 
and provide for their children. Their struggles were different, but no less in importance to those 
of the women who had protested on the streets to reject Zia’s oppressive regime. In the period 
that lasted more than a decade, I got married, had two children and returned to my parent’s 
home after being divorced. Now that I had started working at my mothers’ school, I got to 
spend more time with the women. I noticed that we connected on a different level, perhaps my 
social experiences of motherhood and single parenting created an understanding based on these 
mutual familiarities.  
A year before I started my PhD something happened that made me think deeply about 
the ways in which mothers value education for their children. On the 16th of December 2014 
six terrorists entered a school in Peshawar and brutally slaughtered close to 140 children. The 
school catered to middle income families and many of the children in the school came from 
my neighbourhood. I remember that, like many others, my sisters, my mother  and I wrapped 
ourselves in a ‘chadar’ and stepped out of our ‘chaar dewari’ without giving a second thought 
to the socially constructed domestic conventions and visited one house after another where 
mothers wept next to their children’s coffins. This episode, which later came to be known as 
‘Peshawar School Massacre’, jolted the whole country. What shook many of us was how within 
a very short time of this tragedy mothers of the martyred children were sending their children 
back to school saying, ‘they [the terrorists] want to take away education from our children. We 
will not let them succeed’. This commitment was not new to me. When I was heading my 
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mothers’ school, I had heard many mothers at parents’ meetings express similar commitments 
towards the education of their children, especially daughters. This was perhaps the first time 
that I consciously realised that I wanted to conduct formal research on the processes through 
which education is made possible by and for women. In the latter part of 2015, I was accepted 
for a PhD and started conducting formal research on gender and education. In as much as this 
thesis is in accord with a research project conducted for a PhD degree, it is also a reflection of 
the lived, observed and analysed (through academic literature and text) experiences of the 
literature on gender and education in a development setting.   
The thesis that follows is a result of my reading of available literature, and my own 
experiences with women in the research field, in other words this is a coming together of my 
researcher and personal self and is organised into seven chapters to tell this tale. Chapter 2 
presents a literature review to locate the study geographically, empirically and theoretically. 
Chapter 3 explains the methodology used for the thesis in addition to the philosophical 
underpinnings of the study. Chapters 4 till 7 discuss the key findings. In Chapter 4 the external 
environmental and social factors are probed for contextualisation of the study. In Chapter 5, 
there is an examination of mothers’ education history and their control over household 
decisions in regard to their daughters’ education. This chapter introduces aspirations and 
conducts an analysis to understand the relationship between mothers’ aspirations, agency and 
structural constraints. Chapter 6 involves exploring the notions of mothers’ agency as they 
navigate their social relationships to achieve their goals by adopting a paradoxical use of 
silences. Chapter 7 extends this exploration by analysing the circumstances of those mothers 
who have succeeded in positively transforming unfavourable conditions. Chapter 8 provides a 
conclusion to the thesis by summarising the key arguments presented in the thesis. presents the 
contributions and implications from the outcomes of the study, with acknowledgement of the 
limitations along with suggestions for future research being proposed.  
1.2 Scoping the Field and Area of Research  
Loosely following Arksey and O’Malley’s (2005) approach, the research was begun 
with a scoping review to map the literature in the field, with eventual drilling down into the 
mothers’ capabilities and agency aspects. The search was mainly focused on Pakistan, but to 
provide a broader context, studies from the Global South are also included for review.  These 
countries are comparable with Pakistan in terms of educational achievement for girls, and 
include Sub-Saharan Africa, and Asian countries bordering Pakistan (Afghanistan, India, 
Bangladesh, Indonesia, etc For the initial literature search, a scoping search was initiated on 
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Google Scholar, using keywords/terms including barriers to girls’ education, school attainment 
for girls in rural Pakistan, parental attitudes, gender and education, autonomy, empowerment 












Figure 1.1: Mapping the literature (adapted from Creswell and Creswell, 2018, p. 34) 
The literature that was reviewed initially helped to narrow the search focus to multiple 
cycles of systematic Boolean search, using literature databases, such as ERIC, Scopus, BEI 
and Google Scholar. Key phrases used for these rounds were: ‘mothers, daughters, education, 
Pakistan’; ‘mothers' role in daughters’ education’; ‘mothers’ empowerment and daughters’ 
education in Pakistan’; ‘Islam Mothers’ empowerment and daughters’ education Pakistan’, and 
‘Islam women empowerment and education’. For further refinement of the focus, secondary 
searches were conducted using a snowballing method from the bibliographies of searched 
















Figure 1.2: Search records on Zotero 
The initial literature search highlighted that measuring how women’s education 
translated into increased control on their environment is not a straightforward task. It was even 
less clear how the mothers’ education would translate into positive educational outcomes for 
their daughters. Therefore, I started to engage deeply in literature that looked at women’s 
ability to shape their daughters’ education, particularly the literature on freedom, 




Chapter 2: Locating Girls’ Education and Mothers’ Influence: A review of the 
literature 
Introduction 
This chapter is aims at situating the focus of mothers’ relationships with their 
daughters’ education in Pakistan and within the broad field of education and development. I 
achieve this by firstly positioning this study within international discourse on girls’ education. 
Secondly, I situate the discussions of mothers’ relationships with their daughters’ education 
within the wider literature that has emerged about developing economies. Thirdly, I position 
the current study within the human development paradigm and justifying the associated 
theoretical lens of the capability approach applied for the study. I relate Pakistan’s approach to 
education with respect to the international discourse for quality education. I conclude this 
section by illustrating the educational policy related and socio-economic context of the research 
site.  
To situate the present study within the discussions in the literature on gender and 
development, I adopt Unterhalter’s (2005) approach and conduct an empirical review by using 
the categorisation of four frameworks including Women in Development (WID), Gender and 
Development (GAD), post-structuralist and the human development approach (capability 
approach). Using Unterhalter’s categories I analyse the literature on mothers’ relationship with 
their daughters’ education. This analysis helps me to identify that the WID approaches have 
dominated studies on this topic, justifying the use of the capability approach for the present 
research. In the last section I justify the theoretical lens of capability approach adopted and also 
elaborate on the key conceptualisations that inform the study. The chapter that follows is 
organised in three sections as explained. Section I situates the study within the geography of 
the international and national. Section II, reviews empirical literature and Section III justifies 





I. Locating the Study Within International Debates on Girls’ Education 
2.1 International Discourse on Education and Pakistan’s Focus on Girls’ Schooling  
In today’s world where many countries with developing economies have achieved 
complete access to primary education, Pakistan has been striving to increase enrolment and 
retention for the past couple of decades (National Education Policy 1998-2010, National Plan 
for Action 2001-2015, National Education Policy 2017-2025).  This is evident from the fact 
that currently 16 percent of primary school-aged children in rural Pakistan are still out of 
school, with 9 percent fewer girls enrolled than boys (Mozayen, 2019). Being a signatory to 
global initiatives for education, including the Universal Declaration of Human Rights (UDHR), 
Education for All (EFA), Millennium Development Goals (MDGs) and Sustainable 
Development Goals (SDGs), the education policies and reforms in Pakistan have reflected 
commitments towards these initiatives (Federal Ombudsman of Pakistan, 2018).  
As a consequence of adopting the EFA framework and the MDGs, the 18th Amendment 
was made to the Constitution of Pakistan in the year 2010, which resulted in two substantive 
steps towards meeting the international education targets. One was the insertion of Article 25A 
making it mandatory for the state to fund the education of children aged 5-16 years, whilst the 
second included a devolution plan for the education sector, transferring powers from the federal 
to the provincial and local governments (Aziz et al., 2014). Both of these steps aimed to expand 
access to education by eliminating tuition fees as well as improving learning by making local 
governments responsible for the management of education and its monitoring. Overall, the 
devolution of the education sector inspired regionally led policy initiatives, but such policy 
measures require increased budgetary allocations, which have been lacking in Pakistan. 
Despite the state having committed to increasing the education budget to 4 percent of the 
overall budget, this has remained below 3 percent. In fact, after the reform efforts in the 2011-
12 post MDG era, Pakistan’s budgetary allocation to education increased a meagre 0.5 percent 
up until 2015-2016 and dropped by 0.1 percent in the subsequent years (Pakistan Economic 
Survey, 2017-2018). This situation brings into question the political will of the state to bring 
about the desired success in the education sector (Shah and Khurshid, 2019).  
What is concerning is that, despite these efforts Pakistan’s education sector remains 
weak and is ranked ‘amongst the worst in the world in education’ (Saeed and Aslam, 2020; 
Rose and Malik, 2015). According to recent statistics, 77 percent (Adjusted Net Enrolment 
Ratio) of primary school aged children are enrolled in school. However, whilst the policies are 
 9 
being gradually implemented, the improvements seen (Malik 2011) show variations across 
gender and provinces (see Figure 2.1 outlining variations in enrolment).  
 
 
*Author calculations based on Pakistan Education Statistics 2018 data 
Figure 2.1: Varying Enrolment Patterns Across Provinces and Genders 
It is apparent from the figure that Pakistan has a long way to go in terms of reaching 
universal primary education. Even in Punjab, which is the largest, most developed and one of 
the wealthier provinces of Pakistan, differences across gender are evident. According to the 
latest available figures of primary school enrolments in Pakistan, the gap between girls and 
boys is 12 percent (NEMIS-AEPAM, 2018). Statistics show that between 2014 and 2015 
enrolment of primary school age children in Pakistan dropped by 12 percent (The World Bank 
, 1970-2019). Since then, enrolment has been steadily improving (2018, 67.7 percent), but 
Pakistan still lags behind in enrolment compared with other lower and lower-middle income 
countries, including Bangladesh (2010, 95 percent), Indonesia (2018, 94 percent), India (2013, 
98 percent), and others in the Global South, such as Sub-Saharan Africa (2009, 75.2 percent) 
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Gender gaps in education are apparent in Pakistan. As compared with boys, girls are 
less likely to be enrolled in school and to learn less. This has meant that a majority of the adult 
female population of Pakistan has not received formal education. Today, approximately 23 
percent of school-age children lack access to schools, the majority of which are girls (Saeed 
and Aslam, 2019). The educational access problem is further complicated by the fact that many 
girls who do enter the school system are unable to gain basic education. According to a recent 
ASER Pakistan survey, girls’ performance in literacy (gap of 8%) and numeracy (gap of 4%) 
has remained lower than boys’ (ASER Pakistan, 2019a). It can be said that the issue of girls’ 
education is persistent, because 91 percent of the mothers (representing the adult female 
population) surveyed by ASER in 2014 had never attended school, and the Gender Parity Index 
for literacy and primary school enrolment highlights how this problem has consistently 
prevailed (Faran, 2014). Recent data and studies identify that gender gaps persist in enrolment, 
achievement and learning in Pakistan. However, it is important to understand these dynamics 
within the province of Punjab where this study was conducted. 
2.2 Situating within the Local: The Province of Punjab  
In comparison with other provinces of Pakistan the province of Punjab has slightly 













* Researcher’s calculations using the PSLM 2014-2015 dataset 
Figure 2.2: Comparison of Education and Other Facilities Between Punjab and 
Other provinces 
The human development indicators place Pakistan on a medium level on the scale of 
Human Development (Overall HDI in 2018 was 0.56). It is important to note that even though 
the aggregate rates are higher for Punjab there are socioeconomic inequalities across different 
provinces and within the province of Punjab as well. Resultantly, there are gender gaps in 
education between the richest and poorest girls and boys in Pakistan. This is evident in the 
gender gaps between the richest and poorest girls and boys in primary school completion rates 
(GMR WIDE data, 2012). Within Punjab socioeconomic inequalities are more pronounced in 
the southern areas, whereas the northern parts of the province are more affluent (Cheema & 
Naseer, 2013). Central Punjab is socioeconomically moderate, which is the research site for 
this study.  Before discussing the social barriers and household dynamics, I will briefly outline 
the history of educational reform in Pakistan and its implementation in Punjab.  
2.2.1 Education Policy Reform in Punjab  
In the province of Punjab, the government was quick to respond to the 18th Amendment 
by launching the Government of Punjab’s Schools Roadmap to Reform Programme, developed 
in collaboration with the United Kingdom’s Department for International Development, in 
2012 (Government of Punjab, 2015).  The reforms had three crucial aims: to ensure that all 
children were enrolled, retained and achieved in school, and made progress (Ali, 2016). In 







































Comparison of Education and Other Facilities Between 
Punjab and Other provinces
Punjab Sindh Khyber Pakhtunkhwa Balochistan
 12 
textbooks into its schools, recruited new teachers, collected data on the effectiveness of the 
Roadmap, and provided stipends for female students to help close the education gender gap’ 
(Aziz et al., 2014, p.20). Some analysts have been sceptical because the policy actions were 
not successfully implemented throughout Punjab (Malik, 2011). In Punjab alone, the allocation 
of education compared with the overall provincial budget dropped 9 percentage points from 
2013 to 2017. The government of Punjab has been often critiqued for propagating failed policy 
reforms in the three areas of participation, retention and achievement owing to the short-term 
focus of their actions. The high stakes environment has led to the creation of counter-
productive incentives and centralised tracking mechanisms (Khosa, 2018).  
2.2.2 Provision of Education for Girls and Boys: Different Forms of Education in 
Punjab  
 The landscape of education in Punjab includes formal and non-formal education 
sectors. However, the supply remains inadequate to address the needs of children in the region 
(Federal Ombudsman of Pakistan, 2018). There are multiple education providers (Government 
and private) in the country that make education available for the public. However, the State 
offers two forms of education such as, formal and non-formal education. Formal education 
usually involves schools that have the authority to provide certification and also have a 
hierarchical structure, including pre-primary (pre-school), primary (1-5 years), middle (6-8 
years), high (9-10 years), higher secondary (11-12 years), inter-colleges and degree colleges 
(11-14 years), universities (13 and above) as well as technical and vocational training institutes 
(TVET). Non-formal education includes basic education and Deeni madaris (religious 
education institutions). State provision accounts for a greater percentage of formal schools. On 
the other hand, thirty percent of vocational training and three percent of Deeni Madaris are 
government owned. The non-formal training sector is dominated by NGOs, including non-
profit and international donor agencies, with minimal input from the government (Ochoa, 
Eversham, and MIED-Pakistan, 2013). The private school sector is also sizeable in the country. 
These multiple forms of education make up for the deficiencies in the formal education sector, 
but with questionable efficiency (Alcott and Rose, 2015).  In recent years, the low-cost private 
school sector has flourished in South Asia, especially in India and Pakistan (Andrabi et al., 
2002; Muralidharan & Kremer, 2009). These schools fill the gap of formal schooling for 
children belonging to lower socioeconomic classes, in particular, in the context of public 
private partnerships (Andrabi et al., 2008; Ansari, 2020). Consequently, policy reforms have 
emphasised public private partnerships for capacity building of the State education actors and 
 13 
machinery (Education Policy of Pakistan, 2017-2025). In this landscape of education provision, 
the demand and barriers for girls are socially mediated, which I discuss in the following 
sections. After having discussed the landscape and educational policy and provision in Punjab 
I now elaborate on the socio-cultural barriers that reduce educational access for girls in 
Pakistan. 
2.3 Situating within the Social: Gender Household Relationships and Barriers to 
Education 
Despite the presence of multiple providers, educational access is a challenge for girls 
in Pakistan and other developing economies. Many scholars have highlighted the intersecting 
nature of inequality that girls face because of their gender. The intersecting nature of gender 
inequality with other forms of disadvantage, including region, poverty, birth position, ethnicity 
and other aspects of social and cultural understandings often create unique forms of exclusion 
(Unterhalter, 2012; Kabeer, 2015). Girls, therefore, face what some have called a triple 
disadvantage owing to multiple forms of economic, social and cultural barriers (Lloyd et al., 
2007). Before proceeding any further, it is important to understand the locale of girls/women 
and education. The primary unit is the community and family and the relationships that this 
entails. This includes the community members and the cultural understandings of education 
that may be gendered and thus, experienced differently by girls and boys.  
It is often argued in women’s empowerment literature that their influence in their 
families is often affected by their social context, rather than their personal characteristics 
(Kabeer, 2001). Similarly, the opportunities for accessing education and reaping its 
instrumental advantages rely on this social construction of education. In this regard, what is 
important is the societal and cultural makeup of the community that they live in (Khan, 2010). 
Research shows that there are regional differences in the ways that communities experience 
gender and inequality. For example, it is argued that social relationships play a crucial role in 
rural forms of living (Balfour & Lange, 2012), where girls and boys are socialised to abide by 
gendered expectations that positions girls and women to occupy a subordinate position 
(Moletsane & Ntombela, 2011). Rural regions have an agriculture-based economy and their 
dynamics are changing with a high ratio of migrations of the males to the cities (Rao, 2010) or 
even to other countries. The women are often left behind to look after the land, property and 
cattle. Much work has highlighted how gendered norms are strongly at play in the rural contexts 
(Roy & Niranjan, 2004; Siddique, 1998; Khan, 2010). However, it would not be right to judge 
the rural dynamic as a deficit model and scholars have argued that rurality should not be pitched 
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in opposition to urbaneness; instead, it should be understood as a different form of social 
organisation (Gugler, 2002; Chigbu, 2013).  In this spirit, I further explore the rural dynamic 
through the lens of kinship relations.  
Unlike the matrilineal histories of Africa (Amadiume, 1997), Kerala (Jeffery, 2004) 
and some Southern states of India, the kinship structures in Pakistan, the majority of India, 
Bangladesh, Afghanistan and Iran are patrilineal and patriarchal (Faiz et al., 2016; Kabeer, 
2011).  The male heads the household, the child carries the name and bloodline of the male 
family head and the son either has sole inheritance rights or gets a greater share of the 
inheritance (Hadi, 2017; Chakravarti, 1993). There is a high prevalence of endogamy through 
patrilocality-marriages made within the same group of village communities, where the bride 
relocates to the groom’s village (Das Gupta et al., 2003; Chatterjee, 2018). There are some 
regional differences in terms of social organisation, for example, kinship structure in Pakistan 
is the fundamental basis of identity, whereas caste structure is predominant in India (Alvi, 
1972). It is not too farfetched to assume that in these societies a son would have preference 
over a daughter in terms of expenditure on education.  
The son favouring household expenditure behaviour is well documented in India and 
Pakistan (Azam & Kingdon, 2013; Kingdon, 2005; Bhatkal, 2017; Aslam & Kingdon, 2005). 
However, there is also a widespread recognition that parental education (Zuilkowski, 2016; 
Parker et al., 2014)  and especially that of the mother (Sabates et al., 2011; Hou, 2011; Andrabi 
et al., 2012) as well as support of significant family members (Abuya et al., 2012), improves 
education related indicators for children, in particular, for daughters. In light of this evidence, 
there would appear to be mixed views about parental approaches in support of their daughters’ 
education.  For example, some literature on Africa and South Asia shows that parents would 
prefer having their daughters marry than be in the education system (Chisamya et al., 2012; 
Chimombo et al., 2000; Ahmed & Neman, 2013; Perlman et al., 2016; Zuilkowski et al., 2016).  
Literature suggests that it is often the father figure that is found to resist education for 
their daughters (Guinée, 2014; Warrington & Kiragau, 2012). The commonly cited reasons are 
reduced access to schools for girls, poverty and adverse cultural practices. However, it is 
important to understand how historically a narrative is generated in which women are excluded 
from activities like education which enable them to occupy the public sphere. Like many other 
countries, in Pakistan too, histories of nations and cultural traditions that uphold patriarchal 
structures sometimes force fathers to reproduce gendered norms (Jamal, 2016). I touched 
lightly on the history of Pakistani women and education in Chapter 1, where I discussed how 
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the value of girls’ education was historically diminished through the state’s propagation of 
regressive laws as well as geo-political moves relating with the war on terror. Resultantly, in 
the past few decades girls’ schools have been frequently targeted by extremist groups. This 
further reduction of educational opportunities coupled with a scarcity of schools for girls has 
meant that many do not have access to education. Most of the times the deciding factor for 
fathers is based on whether a state school is in close proximity, and girls only educational 
spaces are available. If not, a decision is taken to prioritise marriage over education for 
daughters (Perlman et al., 2016). In a context like Pakistan where the honour of the family is 
attached to the body of the woman, fathers usually take the position of gatekeepers (Bhanbhro 
et al., 2013). This means that they intervene in matters that may likely cause harm to the honour 
of their daughters and in turn bring dishonour to the family. Thus, if a State school is not nearby, 
out of the fear of harassment one of the male family members takes up the responsibility to 
accompany their daughters/sisters to school. This is a substantial opportunity cost because the 
poorest families depend on income earned by each member for their survival. As a 
consequence, as soon as the daughters reach adulthood they are withdrawn from school. When 
these issues are coupled with cultural norms that view sons as a future investment and daughters 
as domestic help (as discussed earlier), fathers usually refuse education for their daughters. In 
this background some work has shown that when fathers have received education themselves 
there is a high likelihood that their daughters would complete upper secondary school 
(Nakajima et al., 2018). Mothers too are affected by adverse socio-cultural practices, and 
sometimes actively curtail educational opportunities for their daughters (Warrington & Kiragu, 
2012). However, there is evidence to suggest that when gendered practices are altered and 
mothers are given the space to act, they measure up and support their daughters’ education 
(Ahmad and Neman, 2013). This tendency is also visible when mothers aspire for their 
daughters’ education so that they can provide a better life for them - something they themselves 
never had the opportunity to have (Sharma & Wotipka, 2019; Guinee, 2014). To further 
understand the contradictions in how mothers, curtail their daughters’ life chances on the one 
hand, and actively support them on the other, can be explained through the intersections 
between gender related inequalities with multidimensional poverty.  
The research identifying the gendered educational aspirations can be contextualised 
with the help of poverty, and the related inequalities that it perpetuates.  In conditions of 
poverty education has a direct as well as opportunity cost. The direct costs are associated with 
out of pocket expenses, such as uniforms or books etc., whilst opportunity costs pertain to such 
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as dependence on child labour as well as the requirement of males to accompany girls to school, 
if it is located far away. When poverty reduces food security households have to make decisions 
to obtain help with farming and domestic work; in these situations children are usually pulled 
out of school (Marphatia et al., 2019; Singh & Mukherjee, 2018). In the case of financial 
difficulty, it is often the girl child that is made to drop out first. The elder daughter takes up the 
responsibilities of the mother, looking after her siblings and performing domestic tasks so that 
mothers can also participate in the job market and the family can survive (Dunne & Ananga, 
2013; DeJaeghere, 2018). As these elder daughters contribute to household labour, younger 
siblings are more likely to complete school (Sawada & Lockshin, 1999).  
Distance to school is another key factor explaining why daughters do not have access 
to education (Gaddah et al., 2014; Mughal & Aldridge, 2017). Physical security is an important 
issue for young girls, whose parents are often fearful of sending their daughters to school, 
because of insecurities, such as violence inside (corporal punishment), and outside (abduction 
and sexual harassment) at schools (Walker & Unterhalter, 2007; Dejaeghere & Lee, 2011) as 
well as armed conflict targeting girl students, teachers and schools, especially in Pakistan 
(Pirzado, 2006). This is exacerbated by the religio-cultural association of family honour with 
the female body in parts of Pakistan, Bangladesh and India. The notions of security are often 
intertwined with the threat of dishonour to daughters in case of sexual or physical assault as 
they commute to schools (Jamal, 2015 & 2016). For girls then, ‘the boundaries associated with 
marginality are made and unmade in the social relations of economic and political 
relationships, households, communities and of those engaged with education. The simple line 
of education poverty is a more complex set of intersecting prisms’ (Unterhalter et al., 2012, p. 
218). Access to school, as Unterhalter also conveys, is a gendered problem on multiple 
accounts, of which poverty may be the intersecting line, but it is also associated with the 
historic, social and cultural constructions of realities and the relational negotiations that are 
experienced differently by boys and girls. In this respect, the investigation of a mother’s role 
in her daughter’s education is one that engages with this complexity holistically. It is in this 




II. Locating the Study Within Empirical Literature on Mothers’ Relationship with 
Their Daughters’ Education 
A primary aim of this study is to highlight the ways in which mothers support their 
daughters’ education, if they themselves see it as a valuable endeavour. For this kind of 
enquiry, it is important to understand how the literature that addresses this topic in the field of 
gender, education and development views mothers’ efforts. In this regard, it is essential to 
understand the gendered processes at play as the mothers negotiate for their daughters’ 
education. In the following section, through a review of literature on this topic I show that a 
dearth of literature scrutinises the role of mothers for their daughters’ education through a 
human development perspective. In order to demonstrate this point, I draw on Unterhalter’s 
(2005) review of literature on gender in the field of education and international development 
as reference and using her categories explore how the mothers’ relationship with their 
daughters’ education has been addressed in the past. Through this analysis, I show that a large 
body of literature addressing mothers’ relationship with their daughters’ education has engaged 
in what is called the ‘Women in Development’ (WID) perspective (Unterhalter, 2005). 
Therefore, in order to understand the gendered relationships that have a bearing on mothers’ 
efforts I opt for the human development perspective for this study. I further discuss some 
promising work on educational aspirations and freedom being produced by scholars drawing 
on the human development perspective which can help in understanding the motivations and 
agency of mothers. I conclude this section, by arguing that the present project, with its emphasis 
on mothers’ voice, can benefit from the conceptual breadth that the human development 
perspective approach offers for exploring mothers’ aspirations for their daughters’ education.  
 
2.4 Gendering of mothers and daughters: Looking at mothers’ relationships with their 
daughters’ education through the lens of gender 
In the field of education and development there are many ways in which women and 
family relationships have been investigated. However, because of the considerable 
disadvantages that girls face in and through education gender research has presented nuanced 
complexities (Chisamya et al., 2012). Therefore, it is important to understand how literature in 
this field conceptualises gender. In this section I adopt Unterhalter’s (2005) categorisation of 
four frameworks: the women in development (WID), gender and development (GAD), post-
structuralism and human development (linked theory, capability approach), and through them 
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analyse the literature on mothers’ relationships with their daughters’ education. In her work by 
using these frameworks, Unterhalter reviews literature to show the ways in which gender has 
been conceptualised in the literature on education and international development. Since 
particular frameworks lead research to utilise certain methodologies, a secondary aim of this 
section is to show that the topic of this study has predominantly been explored using 
quantitative methodologies.  This section is structured in accordance with these frameworks; 
WID, GAD, post-structuralism and human development. I begin by discussing the frameworks 
as described by Unterhalter and then relate the frameworks to the literature produced on 
mothers’ efforts for their daughters’ education. In doing this I aim to highlight that in the 
previous literature the role of mothers has not been addressed in a way that it privileges the 
voice of mothers. Therefore, in conclusion I show that one of the ways to assure that the 
perspectives of mothers are prioritised in this research is through the adoption of the capability 
approach (human development paradigm). Table 2.1 illustrates the four contrasting 
frameworks from Unterhalter’s (2005) work that I elaborate on below in relation to my thesis. 










2.4.1 The WID perspective: The girl/boy divide and literature on mothers’ relationships 
with their daughters’ education 
Beginning in the 1970s, the WID approach that conceptualises gender in terms of 
biological difference, education as schooling, and its relationship with development in terms 
of economic growth was deployed (for example, the World Bank sanctioned the work of King 
and Hill, 1993). A popular approach to analysis inspired by WID is gender parity. In this narrow 
conception, gender is understood in a descriptive sense with the differences between girls and 
boys informing the analysis. The scholars producing work within this approach have mostly 
followed a positivist ontology, using economic analysis as the base (Unterhalter, 2020). A 
review of the literature on mothers’ relationships with their daughters’ education reveals that 
scholarship has predominantly followed a perspective resembling the WID approach. Equity 
in this work is measured between girls and boys using indicators, such as school enrolment, 
dropout and completion rates as well as transition to secondary school. Whilst these 
measurements are designed to identify trends and to address the problem of inequity, further 
work is needed to contextualise the social processes that accompany education to ensure that 
the gains achieved to date are not reversed.  A good example is how the reversal of the gender 
gap (more girls enrolled than boys) in Malawi and Bangladesh did not translate into equity, 
because a greater percentage of girls dropped out during the transition to secondary school 
(Kenayathulla, 2016; Kamanda and Sankoh, 2015).  
Based on such measures some further work has been undertaken to include other 
factors. One such approach is to consider mothers’ role as a human capital for their daughters’ 
education. In this regard, quantitative analysis has shown how an increase in the education of 
mothers causes a positive shift in the health outcomes (Ware, 1984; Basu, 1991; Caldwell 1993; 
Jejeebhoy 1995; Strauss and Thomas1995; Agha 2000, Gakidou et al., 2010; Aslam & 
Kingdon, 2012), and an increase in school enrolments and achievement (Hill and King, 1993; 
Sathar & Lloyd, 1994; Sathar et al., 2000; Sabates et al., 2011; Chowdhury et al., 2002;  Blick 
& Sahn, 2000). Quantitative research has also shown that lower parental educational attainment 
is linked to less education for children (Dreze & Kingdon, 2001; Sabates et al., 2013) however 
evidence shows that wherever possible mothers support their daughters’ education (Nakajimaa 
et al., 2018).  
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Some highlights the positive role of mothers’ education in generating various 
educational outcomes for children, whilst contrastingly on some occasions challenge this 
notion. This can be seen in the contradictions in connected work that, on the one hand, makes 
secondary links to show that educated mothers discriminate by opting for female child 
abortions (Jha et al., 2011), and are less likely to hospitalise their daughters compared with 
sons (Bhan et al., 2005), whilst on the other, also promote their daughters’ ability to make 
progressive educational choices (Faiz et al., 2016); have a stronger and more positive influence 
on the gender attitudes of their children (Dhar & Jayachandran, 2018) and aspire for their 
daughters to receive education (Sharma and Wotipka, 2018). These mixed research findings 
have one thing in common, they evolved using a positivist ontology for a topic that is dependent 
on social and cultural contextualisation of the issue. Taking the example of work on adverse 
health outcomes for daughters, these results in themselves do not shed light on the social 
pressures on women to bear and care for sons (Puri, Adams, Ivey & Nachtigall, 2011). The 
problem here is not of using a certain ontology, but rather, of using a conceptual base 
(economic) that is not designed for a contextualised view of education in which aspirations can 
be seen as culturally and socially constructed (see Newman, 2020’s commentary on the 
dominance of economic analysis in Africa). As discussed earlier, in the past few decades a 
body of literature has adopted the WID perspective to explore mothers and their role for their 
daughters’ education. This has meant that various attributes of mothers have been compared 
with associated outcomes for children, thereby visualising them as a human capital worthy of 
investment. This simplistic view put forward by WID inspired work, in terms of it being 
disconnected from the social and the cultural, is one of the critiques that the GAD scholars 
have attributed to the framework.  
2.4.2 GAD approach and dialogues between ‘power’, ‘the social’ and ‘the relationships’: 
Interacting lightly with mothers’ relationships   
Unterhalter argues that challenging the inadequate ways in which gender was 
mainstreamed, the key idea of GAD theorists was to bring power to the fore and focus on the 
complexities of gender relations in the spaces of the market, state politics, community and 
family. This framework was inspired by the work of critical feminists and highlighted gender 
interests both in relation to the everyday and the future (Kabeer, 2015; Kabeer, 1999; Basu 
1995; Stromquist 2000; Unterhalter and Dutt 2001; Khandekhar 2004; Chege and Arnot, 2012).  
The scholars, drawing on the elements of GAD, have used qualitative research methods 
extensively (DeJaeghere and Wiger, 2013), with a multidisciplinary (sociology, history, 
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anthropology among others) approach (Unterhalter, 2005). Some work on intergenerational 
support for daughters’ education aligns with some elements of WID and GAD perspectives. 
For example, in this regard, there has been quantitative work that included indicators of 
women’s empowerment to relate them with their children’s wellbeing and education (Abrar-
ul-haq et al., 2017; Blumberg, 2007). Included in this type of work are studies associating 
women’s participation in decision making and its influence on expenditure on healthcare and 
education (Hou, 2011), use of healthcare facilities (Hou and Ma, 2012; Allendorf, 2007; 
Amugsi et al, 2016; Story et al., 2012) and the effect of female household headship on 
children’s education and health (Moyi, 2010; Adhikari & Podhisita, 2010). Even though such 
work engages with issues of power, it often views the ultimate goal of development in an 
economic sense through women’s empowerment (Duflo, 2012; Golla et al, 2011; Mahmud, 
Shah and Becker, 2012) or their ability to participate in the market (Aslam, 2007a & bran; 
Soderbom et al., 2008). This body of literature engages with empowerment, education and 
development in multiple ways. However, links with intergenerational gains are not explicitly 
made and there is no engagement with social relations or the gendered ways in which they 
impede developmental gains.  
Alternatively, some scholars utilising qualitative methodologies, have had a nuanced 
engagement with issues of power. This analysis is particularly relevant to the processes through 
which mothers achieve an influence on their daughters’ education. For example, state level 
literature informs us of the historical struggles and agency of women (Ali, 2015; Naz et al., 
2013; Rehman & Azam Roomi, 2012), their education and their capacities covertly to resist 
hegemonies and transform gendered norms (Bhatti & Jeffery, 2012; Malik & Courtney, 2011; 
Noureen, 2015a), sometimes culminating in gaining control of their families’ educational 
decisions (Ashraf & Farah, 2007). At other times, they use their own education to construct an 
empowered subjectivity for themselves using modes that may not agree with the perception of 
an empowered individual who is autonomous in wielding their power without any 
interdependencies with social institutions (Shah and Khurshid, 2019). However, with a keen 
eye on power relations and the role of gender in the lives of women this literature often 
interprets education as an activity with the help of which further advantages may be gained. 
This is consistent with the view that with formal schooling, mothers will influence their own 
development and the progress of their society, family and children. There is little interrogation 
of the intrinsic value that they may associate with education and whether that may happen 
outside of formal schools through the development of aspirations and goals. Thus, the work 
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within this framework of thought interprets the changing aspirations of mothers, with respect 
to opportunities within their structure (background). However, it does not address the 
complexities that emerge as aspirations are borne out of associations with education, even when 
formal schooling has not taken place. Scholars working within the human development 
framework have this issue by creating a dialogue between women’s capacity for action 
(agency) and its relationship with structural constraints (I explore this in Section 2.4.4). 
Nevertheless, structural constraints have been thoroughly interrogated and critiqued in post-
structural work.  
2.4.3 Critiquing the structure:  Post-structuralist approach and the macro politics of 
representation of the women (mothers) 
Post-structuralist work in the field aims to deconstruct the hegemonies when 
conceptualising gender, in particular, by emphasising the fluidity of gendered identities 
(DeJaeghere and Wiger, 2013; Unterhalter, 2006). This work problematises the construction 
of the ‘woman’ in development. For example, the work of some scholars (Spivak, 1993; 
Marchand and Parpart, 1995; Mohanty, 1988) has engaged with politics in the construction of 
the woman in development. Those engaged in post-structural study have used in-depth analysis 
using literary theory and cultural studies, paying attention to the ‘locale’ (Unterhalter et al., 
2013, p. 567). The literature on intergenerational educational mobility and the influence of 
mothers has rarely engaged in this area. Some important work has highlighted the globally 
constructed objectivities of the southern ‘woman in development’, needing to be supported 
(Koffman et al., 2015; Khoja-Moolji, 2018, 2016, 2015; Khurshid & Saba, 2018). Scholars 
have highlighted how popular trends sometimes are taken up as representations of the ‘object’ 
in question so that their subjectivities are deconstructed (for a detailed commentary see 
Weheliye, 2014). This work on an abstract level critiques the creation of popular discourses, 
such as the ‘girl effect’, which selectively draws on de-historicised and de-contextualised 
evidence. These feed into the global narratives that ultimately drain power from the subject 
(Koffman & Gill, 2013).  
Related with the role of women as mothers some literature interrogates the processes 
of women’s negotiations in the domain of familial power (Khader, 2009, 2015 & 2018).  These 
scholars have contributed to critiquing the power asymmetries that lead to the creation of what 
is known as knowledge on a global scale. From a micro perspective, a part of this critique can 
be applied to the northward looking epistemologies that fail to capture the subtleties of power 
functioning in interdependent social relationships. Work of critical feminists is noteworthy in 
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this regard which focuses on the diversity in women’s experiences with power (for example, 
Duru, 2013 and Mikell, 1997 and Mekegwe’s 2008 work on African, and Mahmood’s 2001, 
2006 & 2011 studies on Islamic feminism). This work critiques the northern epistemologies 
which adjust the researchers’ gaze to western literature, whilst also highlighting the potential 
of women in navigating the social structures of opportunity. Seeking an answer to the question, 
how do researchers deconstruct their knowledge to make space for the voices of the researched? 
In this way, various elements of epistemic justice, research strategies and tools are evoked 
implicitly to question the legitimacy of the northern gaze (Fricker, 2003; Unterhalter, 2020; 
Parpart and Parashar, 2019).  
From the review of related literature, it is evident that the work within the post-
structuralist perspective has deeply engaged in critiques of the structure and the politics of 
knowledge production. However, the agency of women that has come to the fore only features 
in critiques of epistemology. Hence, the narrative of the structure dominates and in a superficial 
sense, contradicts the agency of the subject. This is an important concern for contexts where 
there is evidence to suggest that women use their education to construct an empowered 
subjectivity for themselves using modes that may not agree with the perception of an 
empowered autonomous single person (Shah and Khurshid, 2019). The relationship between 
women’s agency and their opportunity structures in these contexts may not always be 
confrontational. In fact, the reality of women’s agency in conditions of poverty, class and 
ethnicity related oppression has largely been overlooked (Hussain, 2020; Khan and Kirmani, 
2018). As I discuss in the next section, these negotiations of agency with structure in conditions 
of oppression have been conceptualised by the human development and capabilities scholars 
(Hart, 2012; DeJaeghere, 2018 & 2020; Conradie, 2013).   
2.4.4 Mothers, their aspirations and development as freedom: The human development 
framework  
The framework of human development engages with the idea of development as 
freedom, noting that it is the equality in freedom that should be the base of evaluation between 
individuals (Sen, 1999; Nussbaum, 2000). In this sense, gender is constructed with respect to 
the opportunities available to women by virtue of their placement in their contexts/structures 
(Sen, 1999; Nussbaum, 2000). The role of education under this approach, hence, is not just in 
terms of the equal rights of individuals to gain education and for it to expand measurable skills 
like literacy and numeracy, but also, about how this may affect their future freedoms (Sen, 
2003; Nussbaum, 2004).  Education is, therefore, conceptualised as a necessary condition for 
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wellbeing, which should have the potential to expand future capabilities (Sen, 1999; Maddox, 
2008). Nussey (2019) notes that Sen’s idea of education provides a broad base that supports 
the interpretation of education in terms of learning, with a potential to provide economic 
possibilities, an ability to have and engage in social interaction as well as construct an identity 
in relation to socio-cultural interactions. Hence, education is not just a mode of transferring 
skills and transforming individuals, but rather, a process which through the social interactions 
can support the ‘being and becoming’ of individuals (p. 40). The importance of education is 
consequently constructed as a socio-cultural process that is transformational depending on the 
social and structural opportunities (Maddox, 2008). Accordingly, education is often understood 
as an active productive space (Vaughan & Walker, 2012) that accommodates the processes of 
not only as the process of being and becoming, but also, aspiring for loved ones to ‘be and 
become’ educated. This complex but rich space of ‘doubt and possibility’ in education is also 
conceptualised in the human development paradigm as negative capability - the 
‘unmeasurable’ advantages of education (Unterhalter, 2017). To provide conceptual space for 
the voices of mothers, the work on negative capability that engages with women’s (and men’s) 
agency in conditions of resource and freedom constraint, which is very valuable for the present 
study. 
This conceptualisation of gender in terms of freedom, opportunity and the relationalities 
of structural constraints and the understanding of education as a productive space holding 
instrumental and/or intrinsic value, in particular, makes this approach suitable for the current 
project. An emphasis on freedom and process urges a thorough investigation of the structure 
and the opportunities for mothers. The inclusion of educational aspirations as opposed to 
completed years of schooling becomes an asset in evaluations of mothers’ capabilities and 
agency in a context where many of them may not have had the opportunity to attend a formal 
school owing to physical and social resource constraints (Naz et al., 2013). In this regard, some 
inspiring work has already been produced on the educational aspirations of women in human 
development scholarship (Hart, 2012; Conradie, 2013; Conradie & Robeyns, 2013; 
DeJaeghere, 2018 & 2020).  Furthermore, scholars are engaging in new ideas that provide the 
conceptual and epistemic tools that help in making sense of the gendered negotiations that take 
place between the structure and agency in contexts of unfreedoms (Unterhalter, 2017 & 2018; 
Unterhalter & Conradie, 2019). Moreover, the capability approach, with its openness to 
methodologies, supports a deeper immersion in the data with the use of qualitative methods 
(for detailed discussion see Section III).  
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In conclusion, gender has been conceptualised in various ways in the field of gender, 
education and international development. Through this review of the literature, I have shown 
that the literature related with mothers and their relationships has been explored in various 
ways. However, each of the perspectives adopted have been lacking in some ways to address 
the focus of this study. A body of literature drawing on the WID perspective has taken a 
decontextualized view of mothers’ efforts. Whilst the GAD and Post-structuralist work has 
engaged in contextualising the gendering of inequality and the asymmetries of power, it has 
had very little association with the subject of mothers as actors in supporting their daughters’ 
education. However, work emerging from the human development framework provides 
conceptual resources including; the relationship between aspirations and structural constraints, 
and negative capability which are valuable in understanding the gendered nature of 
opportunities for mothers (for detailed discussion on these concepts see Section 2.6).  This 
research, therefore, adopts the capability approach which is the theoretical perspective linked 
with the human development framework engages in an exploration of mothers’ capabilities by 
posing the question: How do mothers perceive their capability to influence their daughters’ 
education? 
In the subsections that follow, I discuss in detail why the capability approach associated 
with the human development paradigm helps me in answering this research question.  
III. Locating the Study Theoretically 
2.5 Why the Capability Approach (linked with the Human Development framework)?  
As discussed in the previous section a review of empirical literature showed that the 
topic of mothers’ relationship with their daughters’ education has not been adequately 
approached by focusing on the freedom and agency of mothers. Therefore, this study draws on 
the capability approach to explore the mothers’ role for their daughters’ education. I want to 
begin by first explaining why some competing theories, such as human capital and 
empowerment, were not suitable for an analysis of mothers’ relationships with their daughters’ 
education. In my discussion of the empirical literature on the topic, I explained how this topic 
has been approached through a WID perspective (employing the human capital view): 
understanding their intentions to advance their daughters’ education as an investment in their 
future economic productivity. In this way, mothers’ contributions are essentially understood as 
another form of human capital in their role as investors for economic development. This has 
emerged through reviewing the literature on parental investments in education and the analysis 
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of market returns for girls and boys. This kind of work, which focuses more on the development 
of the economy, serves its purpose in economics, but certain topics, like that under 
consideration, are heavily integrated within the politics of power as well as the socially 
constructed realities of mothers. Additionally, from the human capital perspective, education 
is only understood as formal schooling and it is assumed that it is a certainty that with education 
a positive impact will be achieved on the economy. It is based on these two perspectives that 
the human capital approach fails to accommodate the necessary elements of the study. For 
example, there is little space to account for altruism or actions performed for the good of related 
others (for example, their children, family and relatives etc). Mothers may have educational 
aspirations for their daughters even when the market returns and employment opportunities for 
daughters are non-existent. Similarly, mothers’ conceptualisation of education cannot be 
narrowly defined only in terms of human capital only since many of the mothers in the sample 
held progressive aspirations for their daughters’ education regardless of whether there were 
any employment opportunities for girls in their village. These instances show that mothers 
valued education intrinsically even when there was no apparent economic advantage expected 
from this achievement. This thinking refutes the human capital rationale in which an individual 
is expected to envision economic advantage from education.  
In comparison, the capability approach attends to issues emerging from gendered 
inequalities and pays attention to the ‘social context’ experienced by women in ‘lived 
relationships’ (Unterhalter, 2019, p. 8). Additionally, it provides the breadth to conceptualise 
education in a broad sense in which it is understood as having instrumental and intrinsic value, 
and a transformative potential (Dreze & Sen, 1995). What this means is that mothers’ value for 
education can be imagined in multiple ways. They could want it for future economic gain 
(human capital), they could just want it so that their daughters will feel more confident or be 
more articulate, or they may not want it at all, because of the negative aspects related to 
schooling (Saito, 2003; Walker & Unterhalter, 2007). With the help of this rich understanding, 
education can be valued for multiple reasons, not just as a capital to be accumulated, but also, 
as ‘an active space that may enable an individual to learn and to develop their values and agency 
goals, rather than something that only transmits or reproduces particular values’ (Vaughan & 
Walker, 2012, p. 496; Nussey, 2019).     
 The second theory that is closely related with the issues surrounding mothers' 
relationships with their daughters’ education pertains to empowerment: ‘the process by which 
those who have been denied the ability to make strategic life choices acquire such an ability’ 
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(Kabeer, 1999, p. 435). The literature on empowerment draws attention to the externalities of 
women’s empowerment. One of these externalities is an increased control on the educational 
decisions of daughters. Thus, the question is whether the concept of empowerment can provide 
with the theoretical resources suited to understand mothers’ influence on their daughters’ 
education in a context like Pakistan. This topic of this study has quite a few affiliations with 
the ideas associated with empowerment, for example, agency, relationality and a keen 
consideration of structures. While this topic urges an investigation of power and the 
negotiations of agency that are inherent in the social processes involved, it does not sit well in 
the holistic sense. Empowerment is a concept that involves evaluating social change brought 
about by women specifying key dimensions that should be included in its evaluation: having 
choices with respect to resources, having agency in decision-making and the power of 
negotiation as well as the achievement of valued outcomes (Kabeer, 1999). For the case of 
mothers who are integrated in structures where there is a likelihood that their freedoms would 
be constrained, a majority would fail in any one or all of the dimensions. The theory would still 
add value by contextualising the cause of the failures but would not give the conceptual tools 
to describe efforts exerted within these failures. For example, a mother may not have much 
choice and not as much power of speech in the family and she may not even be able to achieve 
outcomes that are of value to her, but she might have aspirations and failing attempts at action, 
thus demonstrating her agency. This kind of effort would be highlighted through the conceptual 
resources offered by the capability approach.  Under this approach, a distinction is made 
between people’s valued ‘beings’ (the state in which they would like to be), ‘doings’ (things 
that they would like to do) and their freedom to achieve them. So, in the capability sense, it is 
not only the resources with the help of which one may be in a position to achieve one’s goals, 
but also, the freedom s/he has to choose her/his valued beings and doings, which is termed 
capability (Sen, 1985 &1999). For the case in point, then, the nuances about individual agency 
as well as structural opportunities need to be accommodated within the analysis. What the 
approach offers is not only the acknowledgement of women’s location in social arrangements 
(Sen, 1999), but also, an emphasis on the importance of agency, which is crucial for expanding 
capabilities (Walker, 2005).  
The ideas promulgated through a socially detached and/or power gaining 
conceptualisation mask the possibility that often social environments bind women in 
interdependent relationships of exchange, where they may be negotiating their goals and 
enacting their agency. These issues are particularly important, because there is evidence to 
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suggest that women in culturally dense surroundings use their education to construct an 
empowered subjectivity for themselves using modes that may not agree with the perception of 
an empowered autonomous single person (Shah and Khurshid, 2019). However, the 
relationships between women’s agency and their opportunity structures are not always 
confrontational. Women encounter intersectional oppression relating poverty, class, ethnicity 
and location, often being able to navigate their agency, but with these narratives sometimes 
remaining covert (Hussain, 2020) Here, the social location of the subject, her agency and the 
negotiations between the two are addressed in a capability analysis.  
2.6 Introducing the Capability Approach and the Key Theoretical Concepts Informing 
the Study  
This study uses the capability approach to conduct an ‘assessment of individual levels 
of achieved well-being and well-being freedom’ (Robeyns, 2017, p. 20). The term capability 
means ‘judging individual advantage directly in terms of freedom to achieve’ (Sen, 1995, p. 
266) in regard to what they have reason to value. This translates to an evaluation of the 
individual advantage that mothers may have to support their daughters’ education, if that is 
what they value. In Robeyns’ (2017) terms, such a use of the approach could be termed as an 
evaluative analysis of the advantage that mothers have to pursue their aspirations for their 
daughters’ education. Because the dimension of comparison is pre-decided to be educational 
pursuits for their daughters-thus a normative evaluation of advantage (see pages, 23 & 24). I 
draw on Robeyns’ (2017) work to elaborate on how the various elements of this study are used 
to perform a capability-based research. Robeyns explains that there are eight conditions that 
need to be met for a study based on the capability approach: functionings and capabilities as 
core concepts, functionings and capabilities as value-neutral categories, conversion factors, the 
distinction between means and ends, functionings and/or capabilities form the evaluative space, 
other dimensions of ultimate value, value pluralism and normative individualism based on 
which a research study may claim to draw on the capability approach. In the following sections 
I relate these concepts with the focus of this study. 
The first condition refers to the centrality of functionings and capabilities in the 
approach. The two discussed concepts of value, being and doings, are collectively called 
functionings. So, with respect to their daughters’ education the valued beings for mothers could 
be their aspirations for their daughters’ education and the related doings could be their 
enactments of their aspirations. In the capability literature, the beings and doings combined are 
termed functionings. Hart (2012) argues that, whilst aspiration can be seen as people’s 
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functioning, it can also be seen as capability in itself - the capability to aspire. Aspirations are 
‘dynamic and multidimensional’ and also have an association with agency (p. 81). A crucial 
part of this evaluation will, therefore, be of the real opportunities to enact educational 
aspirations. It also includes the conditions that influence them and the negotiations between 
the enactments (agency) and the constraints to explore more deeply ‘the agency-unlocking’ 
role of aspirations (Conradie & Robeyns, 2013). In this regard, this condition is related to the 
fifth one listed above, namely ‘functionings and capabilities as an evaluative space’, because 
it is between the aspirations, the attempts made towards their enactment and the freedom to 
achieve them forms the space within which the evaluation of capability will be undertaken for 
this study.  
The second notion is that of ‘value-neutrality’ of functionings and capabilities. Robeyns 
suggests that these should not be considered as positive only and that there should be a 
provision that some functionings and their related capabilities have a negative value. As 
Robeyn’s argues, some functionings have negative value (a forceful example is that of being 
raped) and some have positive value (being in good health), whilst others may vary based on 
people’s viewpoints (for example, acre work for children can be a positive functioning, but 
when done for a very long time with social pressure and no support, it can become negative). 
Because of this complex nature of ‘value’, functionings and capabilities are considered value 
neutral. This is particularly important in the study, because there is no surety that education 
itself may bring the expected prosperity to their daughters. Conversely, mothers may not want 
their daughters to have any education. Hence, this functioning seems negative in value, but 
with a value-neutral conception it remains within the sphere of capability analysis. From 
another angle, given that their social arrangements are restrictive, mothers may decide to 
reproduce gendered norms. This functioning in itself also holds negative value, whilst also 
being subject to sociological scrutiny, which is provided through the capability (opportunity) 
analysis. A final note in this regard is that, much like DeJaeghere’s (2020) approach, in this 
study elements of critical feminism are drawn upon, which means that there is a focus on the 
structural constraints. One way to see this, is that the study begins with the acknowledgement 
of unfreedom, conditions that will need to be evaluated from a perspective that is value neutral 
in terms of the achievements but also in terms of conceptualising real opportunities. Some 
recent work departs from this idea or value-neutrality of capabilities by presenting a capability 
that is developed in conditions of unfreedoms. This is theorised by Unterhalter as ‘negative 
capability’ and refers to capability to negate disadvantage related psychological frustrations 
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(Unterhalter, 2016 & 2017; Unterhalter & Conradie, 2019). This capability is value negative, 
because having to develop the ability to retain one’s aspirations in conditions of continued 
disadvantage is unjust. However, these are the coping mechanisms for many people who 
actively engage their agency to transform their conditions.  
The third important concept is that of conversion factors. There is an understanding that 
mothers will have different abilities ‘to convert resources into functionings. These are called 
conversion factors: the degree to which a person can transform a resource into functionings’ 
(p. 39). These can be divided into three groups, personal (personal traits, physical condition, 
intellectual ability etc), social (social norms, societal hierarchies and the power relations within 
etc) and environmental conversion factors (physical location, infrastructure, climate etc). 
Depending on the availability and quality of these conversion factors, mothers may have a 
greater capability to achieve their functionings. The inclusion of this concept sets the capability 
approach apart from the human capital perspective. It allows for an analysis of the social as 
well as the power relations in the lived realities of mothers to assess ‘how aspirations and 
agency are oriented toward valued well-being’ (DeJaeghere, 2018, p. 237). Conversion factors 
are particularly important for this study, because they refer to the social and the relational 
aspects that provide the backdrop for the agency-structure negotiations.  
The fourth element, the means-ends distinction is also essential. Through this 
distinction, the capability approach forces the evaluator to remain clear about what are the 
means and what are the ends in this evaluative exercise. This means that even when a capability 
analysis may consider mothers’ educational aspirations and whether or not these are achieved 
is just the means-the ends will always be ensuring capabilities for them.  This is an important 
point, because when conducting the analysis, the end goal or the achieving of their dreams for 
their daughters will not be understood as an end. The end would actually be the freedom and 
the agency that these mothers are able to achieve for this purpose. This means that unlike 
conventional empowerment or human capital analysis the outcome is not achieved goals, but 
instead, it is all that happens while efforts are being made to achieve goals. These points link 
very well with the eighth condition for which Robeyns places emphasis on ‘each person as an 
end’.  
The sixth condition relates to the previous argument that, while capabilities and 
functionings form necessary elements, other conditions may play a key role in the evaluations. 
The conditions of unfreedoms and the agency that mothers actively develop may have 
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‘intrinsic’ value and therefore, provide insights into their lives (p. 47). The seventh and last 
point is value pluralism. The capability approach highlights the fact that functionings and 
capabilities are objects of ultimate value, but the capability approach it emphasises the 
inclusion of multiple values. For example, the ability of mothers to aspire and enact their 
aspirations in conditions of constraint may urge a keen interest in people’s agency, but on the 
other hand, it also puts the onus of responsibility for epistemic justice on the evaluator. These 
two points are interconnected in the sense that mothers may be acting like agents for their 
functionings, but are epistemically disadvantaged, because as speakers of knowledge ‘they may 
be receiving the wrong degree of credibility from his (their) hearer owing to a certain sort of 
unintended prejudice on the hearer’s part’ (Fricker, 2003, p. 154). 
As hearers (evaluators) we may not have what Miranda Fricker calls ‘testimonial 
sensibility’ and thus, may not have the ‘critical openness to the word of others’ (Fricker, 2003, 
p. 161). This is likely to happen when women show power in covert ways that are 
unconventional to the liberal feminist ideology and in such situations, the hearer may not be 
equipped to make sense of the voice of mothers. Unterhalter (2019), in her recent work, 
provides an approach that she calls ‘reflexive comparison’, with the help of which an evaluator 
may open herself up to the word of others with a keen consideration of their social and historical 
placement.  
Lastly, in her second modular representation, Robeyns suggests some other dimensions 
that can be used for a capability application. Of these, two, namely agency and structural 
constraints, are essential for this study.  According to Robeyns, applications of the capability 
approach should include an account of agency; however, there is no standard for ‘how much’ 
or ‘what particular type’. This is an interesting point, because from a review of the empirical 
literature it would appear that, ‘those modalities of agency whose meanings and effect are not 
captured within the logic of subversion and resignification of hegemonic norms’ may be 
uncovered through this research (Mahmood, 2006, p. 34).   According to the earlier 
descriptions, an agent is someone ‘who acts and brings about change, and whose achievements 
can be judged in terms of her own values and objectives, whether or not we assess them in 
terms of some external criteria as well (Sen, 1999a, pp. 18 and 19)’. Crocker and Robeyns 
(2009) further synthesise Sen’s conceptualisation of agency and insist that a person will be 
called an agent with respect to an action, if they decide to perform it, have reason to do so 
(pursuit of goals/aspirations), personally perform the action or contribute to its performance 
and finally, bring change to the world as a result of their action. These ideas associated with 
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agency illuminate the action-oriented character of the concept, but it is important to understand 
that they are not autonomy reinforcing.  
The work on agency has been extended to include its relational associations with 
aspirations and social arrangements (Conradie & Robeyns, 2013; Conradie, 2013; DeJaeghere, 
2018 & 2020). This literature provides a link between aspirations, proposing that, for a few, 
aspirations may have an ‘agency-unlocking role’ in conditions of deprivation (Conradie & 
Robeyn’s, 2013, p. 572). For example, DeJaeghere (2018), in her study with East African youth 
shows how together they foster aspirations and unlock their agency. There is an emphasis on 
‘reimagining’, which signals the limits of opportunities. DeJaeghere uses Gale and Parker’s 
(2015) terminology of ‘navigational capacity’ to refer to people’s ability to imagine an 
alternative. This ability is an evolution of critical thinking, being the ability to be in 
constraining structures and yet, having the capacity to retain the agentic self. This kind of 
agency stems from a very informed and realistic understanding of the physical realities, whilst 
at the same time being geared towards transformation. DeJaeghere (2018) argues that 
aspirations and agency coexist temporally in a dialectic relationship. Her work produces 
insights into the functional relationship between aspirations and agency and the structural 
constraints that act as a backdrop to this relationship, whereas Hart’s (2012) ideas are rooted 
in Bourdieu’s (1990) work and spotlight structural constraints. Some recent work on negative 
capabilities by Elaine Unterhalter (2017 & 2018) supports a combination of these ideas by 
illuminating the intrinsic processes that lead people to experience a dialectic relationship 
between aspirations and agency in highly constrained social and physical circumstances. 
Unterhalter and Conradie (2019) consider structure as ‘social arrangements in flux’ and explore 
its associations with agency (p. 1). For mothers navigating their aspirations through socially 
constrained conditions, a particular form of agency may be exposed - an agency to ‘say no’ to 
the negativities of oppression. This idea has been conceptualised in Unterhalter’s (2017 and 
2018) recent work on negative capability. Within the idea of negative capability Unterhalter 
(2017) assigns three senses to the term negative.  
First, experiences are likely to be negative when people endure material, psychological 
or political unfreedoms. In the case of mothers, the experience of intersectional gender 
disadvantage fulfils this condition. Second, it occurs when the agent focuses energy on 
rejecting the psychological detriments of oppression. This second meaning connects with 
evidence that shows that aspirations unlock agency in conditions of constraint (Conradie & 
Robeyn’s, 2013). In this sense, the second meaning of negative pertains to the process through 
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which agency and the imagination of alternatives remain intact. Unterhalter highlights how 
crucial it is to scrutinise the context. This is an essential point, especially from the feminist 
perspective, because historic oppression may have espoused silencing.  However, this point 
leads to a different concern, Fricker’s (2015) idea of epistemic receiving, which refers to the 
capacity of a researcher to imagine herself as a giver and a receiver in what Walker (2019) calls 
‘epistemically hospitable situations’ (p. 222). Fricker (2007) argues that our cultural 
conditioning instils certain prejudices, according to which we judge ‘the word of Others’ (p. 
155). According to Fricker, as hearers, we need to develop a ‘reflexive critical awareness’: an 
active sensibility to understand the extent to which our prejudice may have affected our 
judgement (p. 91). This is essential in the case of mothers, especially when it is suspected that 
their modes of power may not fit in the present moulds of empowerment. This means that an 
approach to the hearing of varying forms of silences may be enacted (silences that translate to 
power as well as disempowerment).  In their edited book, ‘Rethinking Silence, Voice and 
Agency in Contested Gendered Terrains’, Parpart and Parashar (2019) through their work on 
women’s security studies argue that the silence versus power binary needs to be deconstructed, 
if we want to include diverse voices. Through a paradoxical understanding of silences where 
the hearer (Fricker, 2009) remains open to expressions through silence, the efforts of women 
may be seen (heard), who are having to use their ‘navigational capacity’ to seek their 
aspirations and whose expressions do not align with liberal feminist ideology (Mahmood, 2006 
& 2011). Thus, in the second sense of negative, Unterhalter engages with current dialogues on 
the politics of knowing.  
In the last sense, Unterhalter refers to ‘the ways in which experience or opportunities 
might form around a negative space, given significance by silence, emptiness’ (Unterhalter & 
Conradie, 2019, p. 4).  The last idea of negative space is the key link between education and 
the ability of actors to keep imagining alternative (better) futures. Here, I would like to go back 
to Vaughan and Walker’s (2012) conceptualisation of education as an active space of growth 
and development. Unterhalter’s (2018) analysis of the case of three island prisoners and their 
creation of educational projects to escape from the physical and psychological harms of 
imprisonment illuminate the value formation of education. For example, mothers may never 
have attended school, but they would still have educational aspirations for their daughters. 
Education, to them, may be an active space that creates opportunities for their daughters. In the 
absence of opportunities, the capacity of imagining an alternative is also key in understanding 
the agency of mothers.   
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To conclude, the present study draws on and benefits from the conceptual resources 
offered by the capability approach, including the ideas of: functionings and capabilities, 
aspirations, agency and structural constraints, conversion factors and the relationship between 
them. In the following section, I give a road map of the various chapters in the thesis illustrating 
the ideas that each engages in and the research questions that guide this research. 
2.7 The Roadmap for the thesis 
In Chapter 1, I introduced the research area by describing the historical context of 
women and education in Pakistan. In this chapter, I have also introduced myself as the hearer. 
Accordingly, I have constructed a ‘thick context’ for myself as the hearer and have positioned 
the participant mothers in the study as the speakers of the knowledge to be captured.  Chapter 
2 has had three aims, to explain further geographical context of the research site, to locate the 
present study within current empirical work and eventually based on this location to identify 
conceptual resources that were ultimately used for the study. Chapter 3 follows, explains and 
justifies the methodological approach adopted for the study. In line with my concerns for 
participant voice and epistemic justice my data collection and analysis has involved taking a 
narrative approach. Chapters 4 to 7, in turn, address the four sub-questions, thus informing the 
overarching research question.  
Chapter 4 attends to the social and the environmental aspects by conducting an analysis 
for conversion factors. The data for this study was collected from three different village 
communities in central Punjab. The contents of this chapter provide a background for each 
focal village. The question guiding this analysis was: What is the nature of physical, economic 
and social access to daughters’ education in the village neighbourhoods of mothers? 
Through this Chapter, I conducted a thorough analysis of the opportunity structures in the lives 
of participant mothers. This included an economic (resource) analysis comparing within and 
across the different villages, environmental analysis for education policies and school provision 
as well as social analysis for understanding the community socialisation dynamic in each 
village for the mothers. This chapter thus provides a thick description of the context for the 
participant mothers. 
Chapter 5 departs from the assumptions of the quantitative literature that more 
education or decision-making leads to mothers having an influence on educational outcomes 
for their daughters. Through thematic analysis, I identify the aspects that make an in-depth 
qualitative analysis essential for this topic. In this chapter I take up two issues. Firstly, I show 
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that mothers’ education and their autonomy in the sample is not directly related to their 
daughters’ school status and thus, the characterisation based on their educational levels 
provides only limited understanding. This examination is guided by the research question: How 
are mothers’ perceptions of their influence on their daughters’ education related to their 
own education and autonomy? Secondly, I conduct capability analysis of the mothers’ 
aspirations and structural constraints, thereby showing their transformative potential. The 
question guiding the analysis is: How do aspirations and actions expand the information 
base about mothers’ efforts for their daughters’ education? Discussing the different stories 
from the data, I explain how a contextualised exploration of aspirations can help in enriching 
our comprehension, thus creating a richer understanding of mothers’ efforts.  
Chapter 6 is themed on epistemic justice and the use of silences to become what Fricker 
(2003) calls ‘responsible hearers’ (p. 161). In this chapter, I explore how a sensitive lens is 
needed to make sense of mothers’ efforts for their daughters. I elaborate, firstly, on the 
relational constraints emerging from their society, family, in-laws and household heads. 
Secondly, mothers’ self-censoring in the cases where social hurdles are hard to cross is 
revealed. The question that guides this exploration is: What are the pathways through which 
mothers living within their network of relationships achieve their goals and gain a 
capacity for action?  Illuminating these relations, I discuss the agency that is generated in 
such circumstances and propose a re-imagination of silences to interpret this agency. In this 
discussion section, I cover the ethical problems of misreading oppression inherent in certain 
silences as a heroic condition. I draw on examples from the study to show the application of 
these ideas. Specifically, I juxtapose hearing of silences in two ways for the readers. One is 
utilised to illuminate oppressive silences and the other, to show empowering silences such that 
through their comparison the reader is able to see the difference. I conclude by highlighting 
how conditions of extreme oppression sometimes lay bare the agency-unlocking role of 
aspirations. 
In Chapter 7, I draw on Unterhalter’s (2017, 2018) and Unterhalter and Conradie’s 
(2019) concept of negative capability to explore agency in constrained circumstances. The 
guiding question for this chapter is: How do mothers gain the capability to consistently 
pursue their goals for their daughters’ education in conditions of continued gender 
disadvantage, based on their perceived gains from education? After proposing a conceptual 
framework that can be used to apply the concept of negative capability, I explore ‘how’ mothers 
consistently pursue education for their daughters. To achieve this, I draw on the story of one 
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of two of the participant mothers whose lives are beset by cruel hardships and who, through 
consistent efforts, managed to transform their conditions.  
Chapter 8 concludes the thesis by bringing together the various discussions. It presents 





Chapter 3: Methodology 
Introduction 
 It is apparent from the literature reviewed in the previous chapter, that the relationship of 
the maternal influence on daughters’ education has previously been addressed by considering 
certain attributes, such as mothers’ education and empowerment in terms of household decisions. 
However, in the available literature, the voices of mothers have not appeared as a focus. That is, 
the focus has been on what these mothers ‘possess’ in terms of the number of years of education 
or their autonomy in the house. Studies have acknowledged parents as active partners in their 
children’s learning (e.g. Hughes, 2003), but very few have sought to specifically engage in 
recognising mothers as capable actors. In this field, most mother centred studies have been focused 
on maternal care regarding child health issues, with just a few considering mothers as active 
participants in the shaping of their children’s educational endeavours. This thesis seeks to 
acknowledge mothers’ voices as vital in their influence on their daughters’ education. Specifically, 
this research is about exploring how mothers shape their daughters’ education in rural villages of 
Punjab, Pakistan. 
This chapter is divided into three parts. In the first, I describe the philosophical worldview, 
research design and methods. In the second section I discuss the data collection procedures. In the 
third section I elaborate on the processes for analysis.  
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I. Philosophical Worldview, Research Design and Methods 
3.1 A Qualitative Research Approach 
 Drawing on Creswell and Creswell’s (2018)  framework for research design, I discuss the 
various elements relating to this study in three sections, including: the philosophical worldview 
that underpins the study and the research design that influenced the development of the 
corresponding research methods (the interconnections are illustrated in figure 3.1). 
 
Figure 3.1: Qualitative research approach adapted from Creswell and Creswell (2018, 
fig. 1.1, p. 5) 
 According to the terminology, ‘worldview’ refers to the overall philosophical 
understanding of the world that guides the researcher through the research design and data 
collection (Guba, 1990; Creswell and Creswell, 2018). As illustrated in the figure, I adopted a 
social constructionist worldview, which underpins the philosophical assumptions for this study. 
With social constructivism as a worldview, researchers agree that meanings can vary and truths 
are multiple based on the individual experiences of the research participants, thus placing them at 
the centre of the enquiry (Berger and Luckmann, 1991; Lincoln and Guba, 1985; Guba and 
Lincoln, 2005). In keeping with this worldview, I remain open to mothers’ own descriptions of 
their experiences as they seek to influence their daughters’ education. As discussed in the previous 
chapter, the realities of women cannot be reduced to simple and objective truths, but rather, the 
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contexts, histories and relationships are complex and vital in mothers’ interpretations of their 
experiences. Such a philosophical understanding respects the interconnections between the 
contextual, social and cultural when researching with mothers (Crotty, 1998; Creswell and Poth, 
2018). 
 To complement the described worldview, I have incorporated a narrative approach to 
gaining knowledge about mothers’ experience of shaping their daughters’ education. Narrative 
inquiry is generally described as a means of understanding people’s experiences in the form of 
first-hand accounts (Clandinin et al., 2016), and has been used widely in the disciplines of 
sociology, history, education and anthropology (Daiute and Lightfoot, 2004). For this study, I 
adopt narratives as an approach to analysis based on the three characteristics of interaction, 
continuity, and situation, which have shaped the research design, approach to the analysis and the 
drawing of conclusions from the narratives collected of the mothers. Clandinin and Connelly 
(2000) describe these three-dimensional spaces in which narratives can be evaluated as, ‘personal 
and social (interaction); past, present, and future (continuity); combined with a notion of place 
(situation) (p. 50).’   
Accordingly, mothers’ experiences are explored using all three spaces highlighted by 
Clandinin and Connely: (i) envisioning their interactions with social conditions, (ii) paying 
attention to the temporality (past, present and future) of their experiences, and (iii) investigating 
the physical situations of mothers. The three spaces are important for this study, because the review 
of literature has highlighted the fact that there are social complexities in the lives of mothers that 
influence the ways in which they gain the ability to shape their lives over time. I acknowledge that 
mothers’ efforts are continuous and consistent and hence, the best way to explore them is to 
introduce an approach in which their accounts may be evaluated considering the 
multidimensionality of social interactions over time and space. A narrative approach allows for 
this kind of study.    
A narrative approach to research design involves utilising methods such as interviews with 
selected participants. That is, narrative thinking acknowledges interviews as well as field 
notes/observations as sites of narrative production (Czarniawska, 2004; Clandinin and Connelly, 
2000). Through its emphasis on the three-dimensional space of the personal/social interactional, 
temporal and situational, a narrative approach to research materials is well suited for a qualitative 
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inquiry drawing on the theoretical concepts from the capability approach (CA). The interactional 
aspect is evident in the investigations of the social allowances to mothers in their broader village 
community and their household members (in the form of personal and social conversion factors), 
whilst, the physical is apparent in access to educational facilities (as environmental conversion 
factors). The inclusion of mothers’ aspirations and actions towards desired and achieved goals 
(functionings), reveals responses that are likely to note events oscillating between the past, present 
and future states of mothers. For example, the past and present aspirations of people often influence 
the ongoing events and social interactions. The aspect of temporality is often observed in capability 
studies because opportunity structures are interaction, space and time dependent (see for example, 
Hart’s 2016 work on aspirations).  
3.2 Research Method: Semi-Structured Interviews and other Field Materials 
The primary method of data collection used in this study was semi-structured interviews, 
which were audio recorded with the consent of the participants (see the interview schedules in 
Appendix 3.1). These interviews were developed by drawing on the relevant theoretical concepts 
from CA (illustrated in Chapter 2, figure 2.5). The interview schedule was divided into various 
sections so as to produce a range of information covering all aspects relating to the social/personal, 
temporal and situational elements in the lives of mothers. The semi-structured interview instrument 
was developed by drawing on the main areas identified in the conceptual framework in Chapter 2, 
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Whilst the semi-structured interviews provided the bulk of the data, I supplemented this 
information by using field observations, and the interpretative process of transcribing for enriching 
the narratives generated through the data at a later stage. This is important because power 
asymmetries between the researcher and the subject are inherent in the interview process (for 
details see Kvale, 2007, 1996). This kind of approach to data is supported by narrative thinking, 
which emphasises the importance of the physical space and interaction between individuals 
(known as personal/relational and situational narrative spaces) by creating a detailed description 
of the physical and social situation of the participant. I accomplished this by using fieldnotes, and 
memory. The fieldnotes assisted me in understanding the narratives, locations and situations (see 
Clandinin and Connelly, 2000, p. 104-106 for using field notes as narrative materials). The 
fieldnotes, therefore, needed to provide detailed information not just about the physical situation, 
but also to reflect my thoughts and observations. Hence, I recorded my observations and thoughts 
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 Debriefing Sharing contact information and 
repeating some discussions 
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separately (see sample sheet in figure 3.2), a method endorsed by Denscombe (2010, p. 187). On 
one side of each field note, I wrote my observations about the physically visible events that 
occurred during the interview, whilst on the other, I noted all the thoughts and observations I had 














Figure 3.2: Field notes/observation sheet, adapted from Denscombe, 2010, p. 187 
Secondly, the audio recordings were heard repeatedly to recall the physical situation and 
aspects of the social interactions during the interviews.  This use of memory to ‘smooth out’ 
descriptions and details has been used extensively by ethnographers (Clandinin and Connelly, 
2000; Chang, 2016; Clandinin et al., 2016). 
To summarise, my social constructionist philosophical stance shaped the narrative 
approach to the research design, data collection methods and eventually, the data interpretation 
and analysis. The critical factor that provides a point of cohesion between my philosophical 
worldview and the narrative approach is the emphasis on the understanding that the individual 
descriptions and opinions of the participants will vary according to their own interpretation of their 
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experiences, which is, in turn, interpreted by the researcher. This creates a research relationship 
between the researcher and the subject in which the former becomes ‘part of the field’ instead of 
remaining an investigator observing from outside of the field (Riessman, 2008, p. 17).  
 Becoming a ‘part of the field’ in a narrative sense does not mean that by default I assumed 
a power neutral relationship between myself and the participating mothers, thereby trapping myself 
in the fallacy of assuming myself to be an ‘insider’ (more in Merton’s, 1972 seminal work).  In 
fact, it made me acutely aware of my own social and historical conditioning. I reflected on my own 
position as a woman, and mother belonging to a middle-class family in a conservative part of the 
country, and a student studying at a foreign university. This forced me to think about what 
Robinson-Pant and Singal (2013) call a situated approach to research ethics, which is a continuous 
process of reflecting and responding to power relationships, according to the demands of the local 
research context. In the following sections, I discuss my positioning in the research project and the 
ways in which it affected the two stages of my research: at the pre-fieldwork stage and 
subsequently, during fieldwork when I interacted with the participants. My positionality was also 
a factor during the analysis, which I explain in the later parts of this chapter.  
3.3 Positioning Myself in the Research 
3.3.1 Pre-fieldwork stage 
I grew up in the city of Peshawar in the province of Khyber Pakhtunkhwa, Pakistan. My 
degree in public administration and my experience working at a school in rural Peshawar had 
prepared me to keep a focus on both the ‘micro and the macro levels’ (Robinson-Pant and Singal, 
2013, p. 444). For example, when my educational training made me aware of the implications of 
educational policies, my experience in the school enabled me to see how they affected the lives of 
people. As previously mentioned, a turning point in my life was the 2014 Peshawar school 
massacre in which more than 140 children were brutally murdered in a terrorist attack. I met many 
mothers who had lost their children in the attack and I saw how they had overcome their grief by 
sending their remaining children back to school in a very short period of time. Seeing how much 
these mothers valued education combined with the encouragement I always received from my own 
mother to believe that I could have ambitious targets, made me seek answers to questions about 
what education meant to women and girls and what were the pathways through which they 
achieved these goals. Whilst this motivated my study, I had to acknowledge that I could be entering 
 46 
the field seeking an active role for mothers in their children’s education and thus, might 
subconsciously have a specific purpose in mind. Being mindful of this potentiality, I used a method 
of critical reflection to keep myself aware of this bias throughout the course of this research so that 
when I made decisions, I could question my own motivations and scrutinise my own 
interpretations. As discussed elsewhere I also took measures of peer review during the analysis 
stage where I asked a peer (a PhD colleague) to review my analysed categories and challenge the 
interpretative inconsistencies. It was only after this process of scrutiny that I would consolidate an 
interpretation.  
3.3.2 Engaging with participants and negotiating my position 
I took all the necessary steps to acquaint myself with the social and political conditions of 
the villages selected for the study. These included reviewing the local economy, culture and trade 
as well as having extensive conversations with local people who would later assist in the data 
collection. I was, after all, a female from a more conservative area of Pakistan and understood the 
local Punjabi language. What gave me more confidence was perhaps the fact that I was a woman 
living in a male-dominated society, mothered by someone for 39 years and had mothered a 
daughter for 15. My knowledge about the local traditions, gender and role identity gave me the 
assurance that I was entering familiar ground.  
However, once I entered the field, I experienced first-hand how relationships need to be 
managed according to the local conditions, something that I thought I had read about experienced 
and understood quite well (through the work of Robinson-Pant and Singal, 2013; Ali, 2015). To 
my surprise, I found myself faced with a research identity crisis similar to that experienced by 
other researchers who had worked in their own communities (Bernal, 1998; Villenas, 1996). Like 
them, I realised that belonging to the same community did not absolve me of the power 
asymmetries between the respondents and myself as a researcher. This resulted in a precarious 
dilemma of feeling like an ‘outsider’ even though I had imagined myself to be an ‘insider’ (for 
more on insider/outsider see the classic work by Merton, 1972).  
 On reflection, I was entering the field imagining myself to be more of an insider than an 
outsider. After a few interviews I realised that I needed to change my positionality according to 
what the social situation required. Sometimes participants assumed that since I was a woman and 
mother, I ‘knew’, because I also ‘had been there’, whilst at other times, I found myself to be a 
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complete outsider.   A separation based on social class was there, regardless of the fact that I did 
not intend for it to exist. It did not matter what I thought, what mattered were the feelings of the 
participants. Gradually learning through my experiences in the field, I began to see social class 
differences through the eyes of my respondents. Every time that a small child wrapped their arms 
around me, and the mother cringed worrying my clothes would get dirty, I saw how much of an 
outsider I was. It was during those moments that I understood the meaning of the ‘social 
construction of reality’. It was soon clear to me that unlike researchers who base their reflexivity 
on similarities my reflexive positioning would be based on the acknowledgement of differences 
not only based on privilege but also situation. This led me to the position that I should consider 
each mother’s experience as being unique and my role as a researcher was to understand how they 
made sense of their individual realities (for further reflections see Khalid, 2017).  
3.3.3 Presenting myself to the participants 
As I approached the families, I had to make sure that they understood how I was situated 
within the project that they had volunteered to participate in. With respect to the research, I had 
multiple identities, an enthusiastic scholar trying to look deeper into issues of education provision, 
and a female researcher from Pakistan studying at a foreign university. However, the identity that 
I found most helpful was that of a researcher who was relying on the cooperation of the participants 
to get an educational degree. A foreign degree for these mothers was encapsulated in one word 
‘bahar’, which literally translates to outside. To them this was an embodiment of something that 
was beyond their reach.  
When I began interacting, I took time to explain the purpose of the study to the participants. 
I came to realise that more than anything the power asymmetry needed to be negotiated before 
data collection could begin. After initial conversations with mothers, I found it best to present 
myself first as a student, occasionally drawing on my past to help them see the connection between 
it and my present self (as a mature student). Sometimes someone would humorously comment, 
‘[so you get a degree] what do we get?’ Statements like this were challenging, but came as a relief 
too, because it showed that the participant saw herself in a position of power to some degree and 
this reminded me to reflect on the question of reciprocity in our exchange (Pillow, 2003). In such 
instances, I would explain in simple words how their contribution would help to produce 
knowledge that was locally informed. Consequently, in some way they would contribute to the 
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global body of knowledge. Reciprocity appeared in other forms as well. For instance, women 
would often say, ‘We tell our story and want to listen to other’s stories too. You have asked us so 
many things, tell us a little bit about yourself too. Your family life, marital status etc. (Wajeeha’s 
Mother-in-law, Hh-17).’  
Such questions usually proved a little bit challenging, because I am a single parent and an 
issue like divorce was likely to trigger a reaction of disapproval. So, to answer such questions I 
shared my status as a mother but would selectively conceal the fact that I was divorced. When 
faced with a similar situation, Chaudhry (1997) also adopted this strategy of selective concealment. 
Like Letherby (2002), revealing that I was a mother established a sense of association and trust 
between us, but I was wary about disclosing my marital status (as a divorcee), because I knew that 
it came with its own cultural baggage and would provoke negative attitudes.  
For example, in villages divorced women often survive on the charity of people. They are 
less mobile and need parental protection to legitimise their social identity.  If I told them that I was 
divorced, there was a possibility that the interview discussion would be side-tracked. Sometimes 
when asked about my ‘husband’ I would have to invent a story, because refusing to answer could 
mean I was not being a ‘good guest’ (Yee and Andrews, 2006) and this could become a trust 
breaker. On the other hand, telling them that I was a divorced single parent would make the 
conversation go off at a tangent, because divorce is a socially controversial issue for women in 
rural Pakistan. I made the decision of not sharing my marital status with them by repeatedly asking 
myself, what was this answer going to achieve? In my diary note, I reflected on the possible 
outcomes, if I announced that I was divorced, whilst at the same time inventing stories about the 
whereabouts of my husband. This exercise helped me to see that the information could potentially 
make the women uncomfortable in discussing their family life and children with me, so I decided 
to withhold it. Going through this process helped me to strengthen my commitment to becoming 
a ‘non-exploitative’ researcher (Pillow, 2003). As I reflected on those moments, I realised that my 
personal self was very different from my researcher self.  
 Despite the acknowledgement of being a seeker of knowledge, whether as a student, a 
practitioner, and/or a mother wanting to understand the experiences of the participant mothers, I 
was aware that because of my unique positioning I had much to contribute in terms of adding depth 
to the interpretations, because of these roles. For, while referring to their problems and as they 
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struggled to have their voices heard they would often seek my reassurance: ‘you know it as well 
as I do, don’t you?’ As Flick (2014) proposes, ‘researchers’ reflections on their actions and 
observations in the field, their impressions, irritations, feelings and so on, become data in their 
own right, forming part of the interpretation (p. 16)’. In keeping with the social constructionist 
epistemology, my reflexivity was a means of producing data through which I could pursue the 
process of interpreting and understanding the ways in which these women experienced their 
worlds.  
II. Data Collection Procedures 
3.4 Research Design and Procedures 
The research was designed in a preliminary-phase and two main phases, as described in 
greater detail below. In the preliminary-phase, villages were identified in the province of Punjab. 
In the first phase, a survey was conducted to identify prospective participants from the selected 
villages, whilst during the second phase, semi-structured interviews were conducted to collect data 
(design illustrated in Figure 3.3). In order to maintain the depth in data collection I aimed for a 
small number of 30 interviews. That is, this number was small enough to allow for depth and also 
sufficient to accommodate a variety of information-rich cases. Initially, during Phase 1, a larger 
number of households was identified (52 households). This number was reduced to 30 households 
by selecting cases with a balance between information rich cases within each village site. The 
number was reduced for convenience purposes because 52 households and thrice the number of 
interviews would have been too large to process given that my focus was on depth and 
generalisability was not the aim of the study. The reduction of numbers was based on following 
the selection matrix logic discussed in the following sections.  
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Figure 3.3: Overall research design 
 
Patton (2002) suggests that it is important to address the research design issues of 
describing; the unit of analysis, research procedures, the ethical issues related to the research as 
well as the analysis approach and rigour. I have used the research design issues highlighted by 




Table 3.2: Issues of research design  
Design issues (Patton, 2002, p. 254) Approach taken to address the issues 
Unit of analysis 
What is the unit of analysis and 
sampling strategy? 
 
The unit of analysis is a mother who met certain 
criteria. 
Research procedures 
What was the timing and sequence of 
the study? 
What was the process? 
 
The study was sequenced in two parts: In the first, 
sampling was done with the help of the ASER data set 
and a survey. In the second part, ‘data collection’ was 
undertaken by conducting semi-structured interviews 
with members of the sampled households. 
Ethical issues 
How were ethical issues handled? 
 
Operating within the framework of BERA (2012) 
guidelines I handled the ethical issues reflexively.  
Analysis and rigour 
How was the validity of and 
confidence in the interpretation and 
findings addressed? 
 
• Validity was ensured through ongoing 
reflexivity  
• Multiple transcribers interpreted the 
interviews, and this was discussed before 
agreeing on translated meaning 
• Peer reviewer was engaged to check thematic 
analysis categories. A detailed discussion on 
the interpretation and categorisation was 
undertaken before reaching consensus 
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3.4.1 Mothers as the unit of analysis  
 The unit of analysis for this study is a mother in the Sargodha district in rural Pakistan, 
differentiating between those who had attended school (with not more than 10 years of education) 
and those who had not. Lukalo (2010) adopted a similar focus on mothers when exploring 
schooling decisions for children in Kenya1. The pre-fieldwork inclusion criteria were mothers from 
rural villages, with either no education or less than five years, and those with five to ten years of 
education, all of whom had daughters in the age range of 12-16 years with different school statuses. 
I have illustrated the inclusion criteria with the rationale in Table 3.3. 
 
Table 3.3: Criteria for unit of analysis  
Criteria Description/rationale 
Why rural villages? 
 
Rural and urban settlements have different characteristics so one type 
was selected to maintain some level of homogeneity 
Why maternal 
education? 
The literature identifies a relationship between maternal schooling 
and daughters’ education  
Why was the range of 
mothers’ education 
between no-education 
to 10 years?  
The highest level of education for mothers was capped to 10 years 
only. This decision is based on the statistics that show in rural 
Pakistan literacy rates for women are much lower than urban 
settlements. Secondly, education to college level (higher than 10 
years) puts mothers into a different social category with greater 
opportunities for employment.   
                                                 
1 Reviewing empirical research conducted qualitatively on household decision-making revealed that in the majority of studies mothers were used 
as the case focus (see for example, Benin et al., 2006 and Hannon et al., 2000). Others on household financial decisions included both spouses as 




By this age, the primary school cycle has been completed, and 
children transition to secondary school. This range provides an 
opportunity to observe early marriages. 
What is the education 
status of daughters? 
Daughters’ education status is described as never-enrolled, currently 
enrolled and dropped-out from school. 
This simple stratification helped in understanding the educational 
decisions in families. 
 
3.4.2 Selecting mothers: Sampling strategy 
 For this research, a ‘combination or mixed purposeful sampling strategy’ was used (Patton, 
2002, p. 242). Regarding which, a sampling strategy is used initially to collect a potential sample, 
which is much larger than that required for the study. Then, from this larger sample, a smaller 
sample is selected by adopting another sampling strategy. For this study, I adopted this technique 
by combining two sampling strategies. Initially, I used a ‘maximum variation sampling’ strategy 
to yield a general sample and then, ‘intensity sampling’ to identify participants for my study (p. 
234). This approach is preferred when the intention is to identify information-rich cases for 
informing the study. The research questions were focused on mothers’ aspirations and actions 
regarding their daughters’ education. It was deemed that the sample needed to include mothers 
with different levels of education whose daughters similarly had varied education statuses 
(meaning, enrolled, not enrolled and dropped out from school). By pursuing this sampling strategy, 
I was able to explore how mothers with different levels of education aspired to support their 
daughters’ education, and then performed actions to this end. This sample also provided me with 
the opportunity to understand the circumstances of mothers who themselves had had no education 
and yet, their daughters were enrolled in school. The definitions and the application of these two 
sampling strategies adopted for this research are given in Table 3.4.    
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Definition of technique Application 
Maximum variation 
sampling 
Selection: Cases that within 
the criteria are as diverse as 
possible  
Logic: common patterns that 
emerge out of variation are 
particularly valuable for 
explaining the focus of 
interest (Patton, 2002, p. 234 
and 235) 
For sampling and data 
collection: Based on the 
criteria of mothers’ years of 
schooling and daughters’ 
education status, with a wide 
variety of samples being 
included 
Intensity sampling Selection: ‘information-rich 
cases that manifest the 
phenomenon of interest 
intensely’ (Patton, 2002, p. 
234)  
Logic: Excellent or rich 
examples of the most suitable 
cases to explore the focus of 
interest (ibid) 
For analysis: Whilst typical 
cases were only described, 
special attention was paid to 
rich examples where mothers’ 
aspirations and actions for 
their daughters’ education 
were either highly prominent 




3.4.3 Sampling procedures 
 The process for sampling was performed initially to identify villages of interest and then, 
to conduct a survey to recruit prospective participants. The geographical area was identified by 
using data on maternal school attendance2 and daughters’ education status3 from the ASER dataset 
(described below), to map various sections of the province on a chart. To achieve this, initially, 
characteristics required in the sampled mother daughter pair were defined, including mothers with 
‘no or less than 5 years’ and those with 5-10 years of education, having daughters of ages 12-16 
years and various education statuses (‘not enrolled’, ‘dropped out’ and ‘currently enrolled’).  
In order to facilitate maximum variation, a selection matrix was designed to guide the area 
selection. This logic of selection prevailed throughout the sample selection process, until the final 
stage. Flick (2014, p. 115), in his study of social representation of technological change in 
everyday life used a similar rationale for sampling. His selection criteria were gender, location and 
experience. He built a table to create different groups for these criteria. Using the table, he was 
able to select participants who represented different combinations of these criteria. Similarly, 
Patton (2002, p. 235) for his study on recipients of the MacArthur Foundation Fellowship Program, 
created a matrix to achieve maximum sample variation. I used the same logic and devised a 
selection matrix, which is shown in Fig 3.4. 
  
                                                 
 
 


















Figure 3.4: Criteria selection matrix 
The criteria selection matrix divides the sample space into four quadrants, with each 
specifying a unique sample with respect to the educational attributes of mothers and daughters. 
The target was to include case types from all four quadrants of the matrix so that rich and diverse 
data could be collected. Secondary data from ASER Pakistan was used to identify the geographical 
area of interest. Each year, ASER collects micro level data from approximately 85,000 households 
of urban and rural regions in Pakistan. Alongside socio-economic data ASER also collects 
information about the school status of children as well as education levels of parents in households. 
Having assessed the advantages and disadvantages of the dataset (Figure 3.5), I decided to use 
them for the geographical area selection, using a logical approach for this analysis: mothers’ 
education was taken as a binary value of ‘attended school’ and ‘not attended school’, whilst 
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daughters’ education status was taken as ‘currently enrolled’ and ‘not enrolled’. The advantages 












 Figure 3.5: Advantages and disadvantages of using the ASER Pakistan (2014) 
dataset 
 
From the ASER Pakistan (2014) dataset I used the variable for ‘mothers who had ever 
attended school’ and information about ‘daughters who were currently enrolled in school’ 
(daughters of all ages were included in the dataset, 3-16 years). The purpose was to map the trends 
in regions with respect to schooled mothers and enrolled daughters. I included daughters of every 
age to avoid narrowing the potential sample.  
 Two variables were used from the ASER dataset for this purpose namely; ‘mothers’ school 
attendance’ and ‘education status of daughters’. With the help of SPSS both the variables were 
changed into binary to give information for positive cases only. The mapping obtained by using 
these variables was proven consistent by the data collected later, which showed that the education-
related dynamics of the selected villages compared with each other in a predicted manner based 
on the matrix logic. 
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  The process of geographical identification was conducted by developing a grid based on 
the selection matrix described earlier. The purpose of creating this grid was to map regions 
according to the educational status of mothers and daughters. Horner and Hulme (2017, p. 21) used 
a similar visual representation and mapping method when explaining patterns of optimism in 
countries with various income levels by using data on ‘belief whether children will be better off’. 
In comparison, I used two variables and split the graph into a grid following the logic of my 
selection matrix. The grid was produced as follows: First, percentages of the two variables were 
calculated and were plotted on a scatter chart. Second, the area of the chart was divided into a grid 
by creating two intersecting lines of population average for both variables. Third, using the same 
variables, hierarchical clustering was performed, and the resultant groups were plotted onto the 
same grid (see Appendix 3.2 for detailed geographical area selection and further clustering results). 
The resultant grid replicated the selection matrix rationale by mapping regions in quadrants, 
according to school access for mothers and daughters within the category that had access to 
schools. For geographical identification of regions this process was repeated twice, firstly, for 
identifying the focal district in Punjab and then, to select the focal villages. The charts produced 

















Figure 3.6: Clustering results at the district level  Figure 3.7: Clustering results at the village level  (names of 
selected villages are anonymised)  




3.4.4 Outcome of geographical area selection process 
At the district level, Sargodha was selected based on its placement near the average 
line, thus implying that the educational attributes for mothers and daughters were average as 
compared with other districts in the province (Fig. 3.6). These results are also consistent with 
the findings in another study in the Sargodha district (Cheema and Naseer, 2013).  At the 
village level, three villages were selected to get maximum variation samples, namely:  Chak 
Ameeran, Chak Sangar and Virasatpur (names of villages have been changed for anonymity).  
The former two appear near the average line for mothers’ education, but Chak Ameeran had a 
greater percentage of mothers who had attended school and daughters who were currently 
enrolled. For Chak Sangar, the percentage of mothers who had attended school was lower; 
however, a greater percentage of daughters are currently enrolled. The placement of Virasatpur 
on the graph shows that, on average, mothers had attended school, but a greater percentage of 
their daughters were currently not enrolled. These attributes show that the three villages exhibit 
substantial variation regarding mothers and daughters’ education. Beyond the village level, the 
existing dataset could not help in identifying prospective households, so a second phase was 
required with the help of a sampling survey to resolve this.  
3.5 Sampling Survey: Research Phase One 
The survey process was initiated in February 2017 and continued until the end of 
August 2017. Initially, preparatory steps, including the selection of survey team members and 
refining the survey instruments, were completed before conducting the survey. The overall 












Figure 3.8: Timeline for sampling survey 
3.5.1 Instrument used for the sampling survey 
 The survey instrument was designed to collect data regarding demographic, economic, 
wealth and education variables of people in the three villages (Survey sheet attached as 
Appendix 3.3a-Filled sheet, 3.3b-in Urdu and 3.3c-in English).  
The first section of the survey instrument begins with an introduction to the research project 
(see survey sheet in Appendix 3.3). This section was developed in such a way as to identify the 
appropriate people for the study. Following the introduction page, there were three filter 
questions seeking: consent, confirming whether a daughter aged 12-16 years lived in the house 
and whether the biological mother of these daughters was residing in the same house. 
Respondents meeting the three conditions in the questions were subsequently surveyed, 
otherwise the house was excluded. Tally charts were provided to the surveyors to keep track 
of the different kinds of mother-daughter pairs identified.  
The second section comprised a survey sheet adapted from Pakistan’s ASER  2014 
survey toolkit. This section gathered information about the mother, the child, the father and 
household-wealth indicators. Data about the parents’ names, ages, number of children, school 
attendance status and years of education completed were included. For the child, information 
regarding age, gender, school status, dropout reason, where appropriate, private tuition 
provision, type of school attended, mother’s name and relationship to household head was 
collected. The household wealth indicators included in the household survey sheet were: type 
of dwelling, home ownership, possession of a TV and/or mobile phone, electricity connection 
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and ownership of a vehicle. This section also included a village summary sheet to record the 
number of contacts made with households in the village.  
The third section of the survey included house identifier information. A village map was drawn 
up by the surveyor and the houses were plotted on it. Extra instructions were written on the 
map to make it easier for me to locate the house. This sheet also included information regarding 
the total number of households, population, facilities, such as post office, bank etc., the total 
number of government and private schools as well as the distance of the village from the nearest 
school.   
3.5.2 Process of the survey 
Contact with the survey agency Gallup Pakistan was established. It is affiliated with 
Gallup International and has 38-years of experience in conducting social research with families 
and women. Additionally, Gallup has a well-established field research team and experience 
spanning 35 years of conducting social science research in Pakistan (Gallup, 2015).  The names 
of the six research team members from Gallup, who supported the survey project, are provided 





Table 3.6: Survey team members (real names with permission) 
 
No. Name Key role Description of responsibility Years of 
research 
experience 




Evaluated and monitored the 







Looked after communications 
and recording of the data. 
Communicated the data to me 
regularly 
17 years 
3 Haji Amin Nisar Field operations 
manager 
Contact person for the two 
enumerators working in the field 
8 years 
4 Code: 1385 Enumerator (field 
team) 
Conducted the survey in the 
field  
10 years 
5 Code: 1404 Enumerator (field 
team) 
Conducted the survey in the 
field 
12 years 
6 Haris Mustafa Field assistant in 
transitioning from 
the survey to 
locating houses 
for the interview 
stage 
Accompanied the enumerators 
during the survey and at the 
stage of the interviews identified 
the households for me  
 
  
Out of the six members, three (Enumerators 1 & 2, and Haris Mustafa) were involved 
in field work, whilst three (Haji Amin, Nayema Hussain and Mehboob ul Hassan) were 
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responsible for quality control, management and communication of the field activities. Within 
the Gallup communications structure Haji Amin looked after field operations and reported to 
the project manager Nayema Hussain, who then communicated progress on a regular basis to 
me and the regional coordinator, Mehboob ul Hassan, responsible for Gallup’s internal 
reporting. Of these members, the enumerators were key for the project and thus, I paid close 
attention to their selection and training. The criteria for selection of these individuals was a 
research experience of at least five years; prior fieldwork experience in Sargodha; and expert 
level proficiency in the Punjabi and Urdu languages. The training took place on 13 July 2017, 
with the session being conducted via Skype and it took 114-minutes to complete. During this 
training, the enumerators were given detailed information about the project and their feedback 
was sought regarding the phrasing of the interview schedules. The survey instruments 
benefitted from the recommendations of the enumerators. For example, certain words were 
changed to suit the local understanding of people in the villages of Sargodha. Another insight 
that came out of the discussions with the enumerators was the identification of the heads of 
households. They informed us that in the villages of central Sargodha there was a high 
percentage of male family heads who lived in the UAE and their families were based in 
Pakistan. As a result, a section was added to clarify with the prospective participants as to who 
was the ‘acting’ head of household.  The language and format of the survey were then adjusted 
accordingly. The team completed the survey in 14 days. 
3.5.3 Outcome of the survey process 
Following 14 days of intensive field work, the survey team had been able to record data 
for 52 households. Whilst I had given a target of 60 with reasonably even numbers of the 
various combinations between mothers and daughters based on their education, I terminated 
the survey at 52 households because I had a balanced ratio of cases representing the required 












 On concluding the survey phase, SPSS and Excel files of the data and the hardcopies 
of the survey sheets were shared with me. A detailed technical report explaining the step-by-
step process and the issues encountered during the survey was also provided to me by Gallup 
Pakistan (Survey Technical Report by Gallup Pakistan attached as Appendix 3.4). The next 
step was to identify samples for data collection from within the surveyed households. The 
selection was made after maintaining as much balance between the samples (based on mothers 
and daughters’ education) as the data would allow. The final selection was based on treating 
each village as a unit and selecting households with a proportionate number of cases lying 
within the logic of the four quadrants specified in Figure 3.4. To accomplish this, households 
in each village were split into two categories; mothers who had no-education or less than five 















A separation based on mothers’ education was possible, because by the end of the 
survey, I realised that mothers could be separated into two distinct groups based on their 
education status, whereas daughters could not be similarly divided.  Mothers usually had more 
than one daughter and sometimes siblings were in each of the three categories; ‘never enrolled’, 
‘dropped out’ and ‘currently enrolled’. Family members from this final sample of 30 were 
interviewed during the data collection stage in the month of August.  
3.6 Data Collection Through Interviews: Research Phase Two 
Before formally beginning the interview process, I familiarised myself with the social, 
linguistic, economic, cultural and political norms of the district of Sargodha through 
discussions with the research team members and reading materials about it. In this regard, I 
requested Gallup to share context specific information and as a consequence they sent me a 
District Census Report ( Population Census | Pakistan Bureau of Statistics, n.d.) with regional 
details released by the Population Census Organisation Government of Pakistan for Sargodha 
from their repository (Appendix 3.5). I spent the initial day visiting the three villages and 
speaking to people in the neighbourhood. During these trips, I timed the journey and collected 
(recorded) some general information about the village environment and its people. This 





3.6.1 Timing and sequence of interview data collection 
  The process of collecting data for phase two, which formed the main part of the data 
analysed in this thesis, started on 24 July and was completed on 25 August 2017 (Figure 3.9 
Interview process timeline). Owing to my childcare responsibilities, I could only spend a 
limited amount of time in the field. However, because I had help from an experienced male 
field researcher, both female and male interviews could be collected simultaneously, thereby 
speeding up the data collection process. From the perspective of research, collecting data in a 
short span of time would ensure that the participants were interviewed in a fixed window. This 
provided a snapshot of the participants’ lives at a particular point in time. Through a narrative 
approach, I was able to include data relevant to the three aforementioned spaces: ‘personal and 
social (interaction); past, present, and future (continuity); combined with a notion of place 
(situation)’, thereby adding much more depth than conventional cross sectional data collection 
would allow (discussed in Section 3.1 in detail). Furthermore, to make the most of the time 
spent on the fieldwork, I saved on travel time by residing in a village that was located mid-










Figure 3.9: Interview process timeline 
 
3.6.2 Instrument used for data collection 
Semi-structured interview schedules were used as the primary instrument of data 
collection for the study. Scholars argue that viewing information from multiple viewpoints 
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offers a more rounded understanding of the issue (Kvale & Brinkmann, 2009). Accordingly, 
multiple family members were interviewed. There were five versions of the interview 
schedules: for mothers, daughters, household heads, other decision makers and sons 
(Appendix 3.1, Schedules 1a, 1b, 1c and 1d). All of the schedules had similar content, with 
the mothers’ interview schedule being the key source of data; the schedules for other family 
members included the same questions, with all being directed towards the mother. A life 
story question was added to the daughters’ interview schedule at a later stage, because after a 
few interviews it was evident that some daughters were very shy and hardly spoke. This 
question was included in an attempt to facilitate conversation with the young daughters. After 
the completion of the data collection process, I realised that I still did not have enough from 
the interviews with daughters to be used as data. Overall, the contents of the interviews were 
based on concepts from CA (see Section 3.2 for details).  In order to cover various 
dimensions of maternal perceptions and conceptualisations about their daughters’ education, 
questions about their personal histories relating to their lives before and after marriage as 
well as their experience with their children’s and especially their daughters’ education were 
also made part of the interview schedules.  
3.6.3 Researchers involved in the data collection process 
(a) Criteria for selection of supporting researchers and their responsibilities  
The interview data collection was aimed at being completed in one month, which is 
why intensive work was required. I had planned to hire the services of one male and one female 
researcher to support me during fieldwork. From the beginning, I was planning to pay for the 
service according to the rate being offered for research assistance at the time. Both researchers 
needed to have detailed knowledge of the project, be residents of or have familiarity with the 
villages in Sargodha, have good conversation skills in Punjabi, be willing to work long hours 
in difficult weather conditions (it was 50 degree Celsius in Sargodha in August when the 
interviews were conducted). However, the requirements from the male researcher were a bit 
different from those for the female researcher, as male interviews were to be conducted by him 
in my absence.  
The role of the male researcher was central and thus, it was necessary that the person 
to fill this position should have prior research experience as well as a background in sociology 
or a related field. His responsibilities included conducting interviews with male family 
members in the participant households, making field notes during the interviews, transcribing 
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the interviews, and submitting the transcripts within a three-month period (starting from the 
time we concluded the fieldwork) of the data collection. Since in rural villages of Pakistan 
socialisation is more generally organised along gender lines, it was important that the male 
family members were interviewed by a person of the same gender. Hence, the role of the male 
researcher was particularly significant for the quality of data, because he would conduct male 
interviews independently. The transcripts and field notes produced by the male researcher 
additionally served the purpose of validating the interpretations of the data.  
For the female researcher, the expectation was to accompany me during interviews and 
support me in validating interpretations of the responses. She was also expected to transcribe 
the interviews and submit them to me within a three-month period of the interviews post 
completion of the fieldwork. The transcription deadline was set for the completion of fieldwork 
because I did not want them to focus on transcription during the intensive data collection 
period. The three-month period deadline was set so that the transcriptions were undertaken 
when the interviews were still fresh in their memory. The female researcher would act as a 
‘peer/community researcher’, where her linguistic competence and local status would 
encourage mothers to feel reassured in her presence (Edwards and Alexander, 2011; Ryan et 
al., 2010).  While seeking this kind of assurance for my research participants I was aware that 
trust is more complex than a simple match making exercise between the researcher and the 
participants (Ryan et al., 2010). Therefore, I was cognisant that even in the company of a 
peer/community researcher the research relationships would need to be negotiated on the field. 
A  peer researcher is different from a research assistant, where the power asymmetries between 
myself as a researcher located in the ‘North’ and the prospective RA located in the ‘South’ 
would be problematic, because of the ethics involved in the financial negotiations between the 
two (Molony and Hammett, 2007).  One of the reasons why this was not the case in this study 
was that I was prepared to hire professional help through Gallup Pakistan, if I did not find 
research assistance of the desired nature. In this case, there were no negotiations between 
myself and the research support that I would be hiring. Instead I would pay Gallup for their 
service, which would be at the standard rate for research assistance.  
(b) Recruitment and selection of supporting researchers 
Before seeking research assistance from Gallup, I, with the help of a colleague Ana 
(name changed), tried to recruit researchers by circulating an advertisement to universities with 
the aim of recruiting fresh graduates or students seeking some research experience during the 
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summer break. To achieve this, we circulated an email to various universities in Punjab (see 













Figure 3.9: Recruiting researchers for interviews 
As a result of these efforts, seven candidates were shortlisted. I interviewed them and 
soon realised that these students lacked the experience as well as the motivation required to 
work on a project that demanded intensive data collection and hours of continuous work. 
Therefore, I eventually contacted Gallup and some colleagues from my previous employment 
with a think tank in Punjab to support me in finding suitable researchers. As a result, I 
eventually hired two researchers for fieldwork support. A male researcher, Shabbir Hussain, 
who was referred through Gallup Pakistan and a female researcher, Aliya Rubab, who I met 
through my social network in Punjab, were recruited for this role (Real names used with 
permission).  
Shabbir Hussain is a lecturer in Sociology at the Government College, Pindi Bhattian, 
Hafizabad, Punjab. He has an MPhil in Sociology from the University of Punjab, Lahore and 
is currently pursuing a PhD in sociology at the same institution. Shabbir has been conducting 
social science research in various parts of Punjab for more than six years. He has published on 
topics relating to poverty, family and community (Shabbir’s detailed CV attached as Appendix 
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3.11). Given that the male researcher would need to conduct interviews independently, these 
qualifications and experience proved to be very beneficial for my project. I was made aware 
that, because of his educational and work experience his pay rate was higher. I enquired about 
the funds that could be made available to me through my department (The Faculty of 
Education) and was informed that for a PhD student it would be willing to cover this cost.  
The female researcher, Aliya Rubab, was a resident of Sargodha. She was referred to me 
through a colleague who knew her family. Aliya was very suitable for the role, because she 
lived in a village in the same tehsil (administrative area) as the research context and was 
familiar with the local version of Punjabi. Aliya was studying for a Faculty of Arts Degree 
(year 12) in Health, Physical Studies and Islamic Studies. She was currently on a break from 
her college for the summer and was keen to gain some research experience. I agreed to pay for 
Aliya’s residence and living expenses as well as a remuneration equivalent to the market rate 
of fresh graduate research assistants. That is, the renumeration was decided according to the 
market rate for new graduates. Aliya and her family agreed to this arrangement.  
After a brief interview with Shabbir and Aliya, it was clear that these people were ideal 
for the respective roles. After speaking to a representative at Gallup, we (I and Shabbir) agreed 
that Shabbir’s payment would go through Gallup and Aliya agreed for her payment to be 
transferred directly to her father’s bank account. I had anticipated the cost of research support, 
which I paid partly with the funds made available by my department (The Faculty of 
Education), partly from my funding agency and the rest was contributed by my family.  
(c) Pre-fieldwork introduction and training session, and timetabling with field 
researchers 
I was very fastidious about the introduction and training session with Shabbir and Aliya 
because I wanted them to be familiar with the study before we engaged with the research 
participants. On the day that we arrived in Sargodha I conducted a researcher training session 
which took 2.53 hours (Figure 3.10, screenshot of audio files) to complete. In the session I 
explained the interview schedules to Shabbir and Aliya in detail. The fact that Shabbir had 
previous training in Sociology (he had an MPhil in Sociology) made the session very 
productive. After explaining the background of the study, I discussed each section in the 
interview schedule in great detail. I focused on what each section meant and the kind of 
information each interview question was seeking to explore. Both Shabbir and Aliya took notes 
and gave suggestions for clarifying the wording of some questions. They sought clarification 
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where necessary and we conducted a mock interview to ensure that they had understood the 
instrument correctly. I also discussed strategies to ensure validity in the interpretation of the 











Figure 3.10: Audio files for the interviewer and other training sessions 
Once the interview schedules and strategies had been discussed, we charted a schedule 
for the following week. It was decided that every day we would interview two to three families, 
and to achieve this in the most efficient way we would agree on the two to three houses to be 
visited the night before. The next day, we interviewed the identified families by completing 
interviews with one family (including male and female family members) before moving on to 
the next. As a part of the protocol at the end of each day of data collection, we would meet to 
discuss the interview experiences and Shabbir would hand over audio recordings and 
observation sheets to me. That is, whilst I was responsible for maintaining observation sheets 
for the female interviews, Shabbir would maintain them for the male ones. At the end of each 
day we charted our plan for the next day until the end of the data collection period.  
3.6.4 Process of data collection 
 The field team consisted of four people, including myself, Haris Mustafa, Aliya and 
Shabbir. Haris had been involved with the project since the survey stage and his responsibility 
was to identify surveyed households for the interview stage. I was accompanied by Aliya for 
interviews with female participants in their houses, whereas Shabbir conducted the interviews 
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with the male family members of mothers in various locations (Figures 3.12 & 3.13, Shabbir’s 








Figures 3.11 & 3.12: Shabbir’s interview sessions with male participants 
  
The interviews began on 31 July. Aliya and I would go to a house and interview the women 
participants (mothers, daughters and grandmothers) and Shabbir would inquire about the male 
household head. If the male members of the family were available, they were interviewed 
separately by him otherwise, he went and interviewed them at their location. The fieldwork 
timetable was kept flexible and was planned in waves. I developed a routine for conducting 
these interviews by setting goals for the end of each day. I assigned a number to each household 
in the order in which contact was made with the families and these numbers, for example, Hh-
01 were used to identify each family in the household. Each day, hardcopies of the interview 
schedules were distributed, and the recording equipment was tested.  At the selected 
households, Shabbir introduced the team and explained that we were linked to the survey teams 
that had visited previously and informally requested consent for a second time. When invited 
into the home, Aliya and I would speak with the mothers and their daughter(s). 
 It was acknowledged that interviewing in the house meant that I was sharing their 
personal space and often the interviewee would be surrounded by friends, neighbours and 
relatives (Singal, 2009 also shares similar reflections from her study in India). Occasionally, if 
trust was built during the first contact the participant might be alone for the interview. This 
trust building was also important for obtaining consent for audio recording.  It would often take 
up to 20 minutes to explain the context and purpose of the study. We would urge participants 
to ask questions, if they were unsure. The interviews took between 20 and 90 minutes to 
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complete. Affirming   the importance of this, Yee and Andrews state (2006), “we were (also) 
aware that our means of obtaining access would subsequently set the tone for the interview” 
(p. 402) and accordingly, I paid close attention to this process.  
 Shabbir was instructed to use the same techniques.  If the male head of the household 
was present, they too were interviewed. However, if they were not, he was directed to call and 
request a meeting. This step was included after our experience in the initial few cases, where 
men were not available for interview and so these were conducted at the end of the fieldwork. 
If the household head consented, Shabbir travelled to their workplaces and interviewed them. 
He reported that in the instances where household heads were interviewed at their workplaces 
sometimes the presence of other people changed the power dynamics of the conversation. For 
example, one of the respondents was a salesman at a shop and in the middle of the interview a 
customer intervened; the respondent refused to be interviewed further. I had instructed Shabbir 
to complete the interview but told him that if the salesman did not agree to continue it should 
be abandoned. We soon realised that interviewing in people’s personal spaces would involve 
unforeseen situations, but as aptly put by Abbas (2006), “suffice to say as the study developed, 
so did the researcher” (p. 362). In the subsequent interviews Shabbir waited until the workplace 
was relatively empty and paused as other people entered the space. Most of the men were found 
to be employed within the village or near the city and some worked in the fields, so it was easy 
to visit the workplaces.  
As abovementioned, all interviews would be completed for one household before 
relocating to the next home. We had begun in Chak Ameeran and then progressed to Virasatpur 
and Chak Sangar. The first round of data collection was completed on 8 August. Twenty-seven 
households were contacted and data for 25 had been gathered in this round. On average, nine 
households were interviewed in each village. I kept the list of the selected cases flexible and 
carried a printed list of surveyed households to be able to substitute unsuccessful contacts with 
other cases. For example, when I briefly interviewed the mother in household number 21, I 
soon realised that she had experienced a family tragedy recently and although she and her male 
family head had agreed to participate in the study, she was still grieving for the family members 
she had lost. I stayed with her for an hour, listening to her, but did not consider it appropriate 
to intervene or ask questions. This household was replaced by another from the post-survey 
repository. It was of utmost importance to include information-rich cases; therefore, a 
proportional mix of mother-daughter households were important to select so that the mother’s 
influence could be studied in different situations. Sometimes this meant that in a certain village 
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a particular type of household was more prevalent. For example, in Virasatpur the majority of 
mothers had never attended school so many households were recruited in this category.  I had 
to re-strategize in the next round of contact by actively searching for mothers who had attended 
school.   
 After the first round was completed, I reviewed the data, noting the mother categories 
and daughter types that were least represented in the interviewed households. Based on this 
information, I selected two cases from the surveyed household list for Chak Ameeran and Chak 
Sangar. For Virasatpur, I tasked Shabbir with visiting a local school and meeting the 
headteacher to request information about the education levels of the parents. Regarding this, 
the school acted accordingly, including sending information to the families and acquiring the 
relevant permission, with Shabbir being invited to the school. A second strategy was to obtain 
referrals from the participant households. Using these strategies, we were able to identify four 
more families where the mothers had attended school in Virasatpur and obtained consent to 
interview them.  
3.6.5 Description of the data collected (Outcome of the data collection process) 
At the end of each day of the interview data collection stage I would meet with the two 
people involved in data collection (the female RA Aliya and the male RA Shabbir [real name 
with permission]) and exchange notes, data, recordings, whilst also planning for the next day. 
The majority of the fieldwork was concluded by 17 August. We stayed in Sargodha for a few 
days to finalise the cross checking and recording and saving data. At this point, I encrypted the 
identifier details of the participants, including the village as well as the participant names and 
addresses to protect their identities (Luders, 2004). Numbers were assigned to each household, 
which were later used in the thesis, sometimes shortened as ‘Hh (s)’. The complete code name 
for each family was in this order: Hh (number); village code (S=Sangar, A=Ameeran, 
V=Virasatpur); and participant code (M=mother, H=Household head, S=son, D=daughter, 
FIL=father-in-law, BIL=brother-in-law, SIL=sister-in-law). During this time the pending 
interviews of household heads from the initial contact cases, as explained above, were also 






Table 3.9: Detailed description of the interview data collected 
 
Village name Total number of 
families 
interviewed 
















Chak Ameeran 8 8 10 18 
Chak Sangar 10 10 11 21 
Virasatpur 12 12 14 26 
 30 30 35 65 
In total, 65 interviews were conducted with 30 families and within these, the main 
source of data was the mothers’ interviews. With regards to numbers of interviews, amongst 
the total of 65 interviews, 30 were conducted with mothers, 30 with daughters (not included in 
the total count of 65 interviews), 30 with heads of households (as identified by mothers), two 
with elders (identified by mothers as key decision makers) and three with sons. With respect 
to the total time taken to complete each interview, the overall breakdown is as follows.  
Table 3.10: Average time for interview recordings 
Average time taken to complete interviews with participants 
Participant Average time taken to 
complete interview 
Maximum and Minimum 
time 




Heads of households’ 
interviews (N=29) 
36.2 minutes Longest=54.11 minutes 
Shortest=15.3 minutes 
Other male decision makers’ 
interviews (N=2) 
31 minutes Longest=38.45 minutes 
Shortest=30.8 minutes 




17 minutes Longest=28 minutes 
Shortest=5 minutes 
 
The interviews with daughters always occurred in the presence of their mothers. 
Additionally, a majority of the interview recordings for daughters were very short, so during 
analysis I did not include these as separate data. That is, those data from the daughters’ 
interviews were counted with the mothers’ interviews and were used to support the analysis of 
the latter’s perspectives.  
3.6.6 The ‘nature’ of the data collected and its use for analysis  
It is important to reiterate that for this research the key source of data was the interviews 
conducted with the mothers. The remaining interview data were used to cross reference and at 
times, to validate claims relating to the support (or lack thereof) that the mothers were receiving 
from their social relationships and their voice in their families. To substantiate findings of this 
nature, the mothers’ interviews were backed up by those of the heads of households, elders in 
the family and sons to provide the core of the data (in the same order of preference). The 
interviews with daughters were initially collected with the intention of illuminating the 
relationship between them and their mothers and their own goals for education. However, once 
I started the fieldwork, I realised that the majority of the daughters hardly spoke; some simply 
played with their toys when I sat and talked with them. I accepted their response as their 
expression of dissent- their right to refuse to engage in the interview (Bourke and Loveridge, 
2014). In such cases, I would simply play along with them and for this reason I have not drawn 
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on the interviews with the daughters as independent data. Instead, I have combined the 
daughters’ interviews with the mothers’ transcripts and considered this as one source during 
the analysis. Hence, I have not counted the number of interviews with daughters as separate 
from the mothers. While analysing the interviews, I used the daughters’ perspectives to support 
or add depth to the accounts of mothers. For example, some of the detailed interviews with 
adult daughters have been used to explore the efforts of their mothers. 
3.7 Ethical Issues 
Ethical procedures demanded a degree of reflexivity throughout the course of the 
research. I adhered to the BERA ethical guidelines and occasionally modified them where 
specific issues associated with local contexts emerged (BERA, 2018). Before beginning the 
study, I took the precautionary steps of developing an ethical protocol (list of ethical protocol 
Appendix 3.6), and risk assessment exercise (Appendix 3.7), but I realised that ethics was an 
ongoing process of reflexivity and negotiation in which a continuous focus needed to remain 
on the specific local conditions.  Guillemin and Gillam (2004) agree that standard ethical codes 
tend to fail, if a sensitivity towards local contexts is not maintained. My reflexive approach 
helped me to frame the research process according to a general ethical framework, whilst being 
sensitive to the environment, which demanded compromises to ensure cultural awareness.  For 
example, whilst I did not intend to highlight power struggles within households, I realised that 
I might provoke conflict regarding sensitive issues. To address this, during consent negotiation, 
I explicitly described the decision-making aspect of my study in detail. Doing this 
accomplished two objectives: firstly, identifying participants who were receptive to the 
research objectives, and secondly, effectively explaining the nature of the study. In the 
subsections below, I discuss three important concerns; negotiating access, consent, and 
confidentiality. 
3.7.1 Negotiating access  
An important consideration for the study was the protection of the participants. Whilst 
my research did not outwardly pose a direct risk, I had planned for unforeseen circumstances 
in regard to: gaining entry, deciding the time and place for interviewing, checking for safety, 
developing an awareness for personal safety and flexibility in schedules owing to changing 
events (McCosker et al., 2001; Oliver, 2010). I knew that I was seeking entry into people’s 
houses which are their private spaces. Hence, access had to be thoroughly planned, because the 
initial contact and the conduct of the team during data collection were of utmost importance. 
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A section of the survey instrument focused on explaining the study and seeking consent from 
the households. If the family was not willing for the team to enter the home, we left and selected 
the next fifth door on the right. Consent for the interviews was sought for a second time. The 
families were requested to set a time and place for the interview only when both the male and 
female participants agreed to participate. It was important to let the participants choose the time 
and place for the interview such that the conversation could happen in a natural environment 
of their choice. This was challenging, because each participant had different timetables, for 
example, women had work at home or in the fields, daughters went studying and men were 
working elsewhere. Whilst this meant that I had to amend the schedule many times to meet 
family commitments, it did ensure that women and men could speak relatively freely in a place 
they felt comfortable.    
3.7.2 Rolling consent 
In the cultural context of Pakistan, the key gatekeepers are the male family members 
and accordingly, I sought the initial consent from them. Yee and Andrews (2006) faced a 
similar issue of having to seek access through male gatekeepers, whilst having the desire to 
have female participants give their consent in accordance with a gender equality narrative. 
Seeking consent was integrated into the research design; whenever direct contact occurred with 
the potential participants (male or female), consent was informally sought and signals, such as 
detachment from the conversation, were taken as signs of dissent. More specifically, consent 
was a practice based on the rule of ‘rolling informed consent’, giving participants the flexibility 
to renegotiate their consent, if they were not comfortable at any point during the research 
process (Somekh and Lewin, 2011, p. 26). This presented the opportunity to be sensitive 
towards the respondents and to rely on intuition in re-negotiating consent during the course of 
data collection. A basic draft of the document was created with information related to the study 
(basic informed consent draft Appendix 3.8). In accord with Robinson-Pant and Singal’s 
(2013) proposition that consent is a conscious negotiation of the research relationship and is 
informed by the contexts of the research process, I sought it verbally not only at the beginning 
of engaging with participants, but also, throughout the process as the need emerged.  
 The same principle was adopted to seek consent for audio recording. Whenever the 
participants became conscious of being recorded, I explained, ‘These audios will help me later 
when I write down the interviews. If I just keep writing, we will miss out on many details’. I 
confirmed that the recordings would be destroyed when the thesis was complete. If the 
participants would feel uncomfortable about recording, they could pause the recording at any 
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time. As I entered the house, I would chat with whoever greeted me. When the participant 
entered, I would casually mention that the session was being recorded. If there was no 
objection, I would start the recorded interview by introducing the study.  
 Another important aspect of consent included the issues relating to the involvement of 
minors in the study. The research involved daughters who were children and thus, I sought 
formal consent from both parents (BERA, 2018). In addition to the parents, I gave the right to 
assent to the daughters by asking them whether they wanted to participate in my study. 
However, obtaining assent is not as simplistic in a household setting as it may be in other 
situations (Yee and Andrews, 2006). Frequently, other family members were present while I 
spoke with the daughters, who appeared shy and even intimidated, with the result being that 
many spoke little even when encouraged to speak freely. In cases where I realised that the 
responses were being affected by the presence of an elder family member, I rephrased and 
engaged with the question from a different angle. In some cases, where under-aged daughters 
were too shy to speak or felt overwhelmed in the presence of many family members, I used an 
expansive question about their life to make them feel comfortable and in control, such as ‘what 
is your day like?’ Sometimes I would just chat casually about their friends and play games so 
that they felt relaxed. If I was still unsuccessful in getting responses, I accepted that as their 
right to ‘dissent’ (Morrow and Richards, 1996). 
3.7.3 Confidentiality 
Confidentiality was a key concern for my study and thus, the names of the villages and 
participants were anonymised. I explained to every participant that their information would be 
kept confidential and would be made anonymous as soon as I carried the data home. It seemed 
that village communities were very closely connected. After being in the field for a few days, 
I realised that I came across the same people on my way to the houses and so the word spread 
very quickly in the village. This made it clear that a major concern for these women would be 
an assurance that the information that they shared with me would not be leaked to other people. 
Acknowledging the importance of this, I made it clear that I was under an oath not to divulge 
information and not to identify my sources. By doing this, I was able to “gain trust and 
encourage participants to speak openly and honestly” (Simons, 2009, p. 106).  
 Promising confidentiality put responsibility on me to uphold this pledge. It also created 
the possibility for challenging situations where sensitive information was shared.  For example, 
one of the mothers told me that her husband beat her often and she insisted that I should not 
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speak about it to anyone. She also shared that she had been diagnosed with Hepatitis C, but 
was unable to get treatment. With this information, I was faced with a very difficult situation. 
Knowing that the local community was closely connected, and any information shared would 
possibly be relayed to her husband, I did not feel that I was in a position to intervene. After 
speaking to her, I realised that she was familiar with the options of support available (for 
example, she had shared this with her employers, and they were supporting her as she thought 
appropriate). However, on the issue of her health I felt that action was required. With the 
participant’s permission I contacted a local NGO that could provide the required treatment. On 
the participant’s suggestion, the NGO representative liaised with a local schoolteacher who 
was also the landlord of the quarter they were living in. The schoolteacher spoke with the 
participant’s husband and with his approval she was taken to a hospital for her medical 
examination.  
III. Analysis 
3.8 Analysing the data 
The data collected from Phase 1 included the SPSS files of 52 households, 52 
hardcopies of survey sheets, and a technical report of the survey process. Phase 2 produced 65 
interview recordings, 65 documents of the interview schedules, 65 documents of field notes 
(separated into observations and thoughts), three summaries and observations of the physical 
and social environments as well as multiple pictures of the three villages. All of these data were 
saved, and root files were given numbers to link the different types together. After sorting, the 
data were encrypted and stored on two separate storage devices.  
When calculating the total number (65), the interviews of mothers and daughters were 
counted as one, because in the majority of cases the daughter was present with the mother and 
so I interviewed both together. Household head and mother interviews were 30 to 60 minutes 
long, whilst daughters’ interviews were normally 30 minutes, but sometimes only 10 or 15 
minutes. The duration of interviews with other decision makers and sons was 30 minutes on 
average.  
3.8.1 Issues of Validity and Reliability in Collecting, Interpreting and Analyzing Data  
The concepts of validity and reliability refer to whether a realistic account of the reality 
that participant responses set out has been established and the extent to which these results are 
replicable, respectively. Validity pertains to whether there is “a relationship of accuracy 
between the responses and the reality the responses were intended to capture” (Gomm, 2004, 
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p. 152 & 153), whilst reliability refers to whether the results could be reproduced in a similar 
fashion during another enquiry. Reliability in qualitative research is often assessed through 
internal validity measures (are the finding congruent with subjective reality) and transferability 
(to what extent can the study be replicated in similar contexts) (Carter et al., 2014). This 
qualitative study, which involved drawing on a constructionist approach, began with the 
understanding that as a result of the interviews the knowledge would be co-constructed 
between the participants and myself (Kvale, 2007).  With this recognition, the participants in 
this study and I (the researcher) both became an active part of the research process; the 
participant by depicting her/his experiences and myself by making sense of these depictions. 
Since such an interpretative qualitative approach sees the ‘researcher as instrument’, stringent 
measures of validity recognised in the quantitative realm are replaced by strategies that ensure 
that the integrity of the data has been maintained - something that some have referred to as the 
‘goodness’ and ‘soundness’ of the research interpretations and findings (Given & Miller,  2008, 
p. 754; Guba and Lincoln, 1985). There were three stages where the rigour of the data needed 
to be maintained. The first was when I was interpreting the participant responses during the 
interviews. The second was when the interviews were transcribed and coded, whilst the third 
stage was when analysis was conducted, and themes were identified. As prescribed by some 
scholars, I adopted some strategies to maintain the rigour in the study, and in the following 
sections I explain these for each stage of data collection and interpretation.  
At the stage of data collection, I conducted member checks to ensure that I had 
accurately recorded experiences depicted by the participant mothers. In general, member 
checking comprises sharing the summaries or interpretations of the data with the participants 
for approval. However, the general population of the participant mothers in my sample was 
unfamiliar with the research process and the majority of them were not literate. Therefore, I 
had to integrate member checks within the process of the interviews by reiterating and 
rephrasing responses and their interpretation for the participant speakers.  To achieve this 
Sandelowski (2012) describes a technique: “researchers ask participants to elaborate on or 
clarify what they have said in interviews or done in observed scenes or when researchers sum 
up what they have heard at the end of an interview or seen following an observation session 
and then ask participants to comment on the accuracy of these summaries (p. 2)”. Following 
these recommendations, I embedded some techniques within the data collection procedures, 
which I discussed with Shabbir and Aliya during their training session.  For example, a few of 
the strategies used during the interviews were: (i) for me to  repeat what the participant had 
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said to Aliya and seek her interpretation in the presence of the participant, thus giving them 
space to engage in correcting or rejecting the interpretation; (ii) to request the participants to 
explain with the help of anecdotes to elaborate upon their point; (iii) to summarise what the 
participant had said and seek concurrence from them; and (iv) to ask Aliya to repeat/explain 
what the mothers had said. All of these strategies were intended to provide a check on my 
interpretation of the data as it was being generated. Indeed, later during the interviews these 
strategies proved helpful, because often the mothers would disagree with our interpretation and 
interject to correct us. At other times, they would nod in approval when we reiterated their 
opinions. Shabbir was also encouraged to use these techniques occasionally during his 
interviews.  
Preparing transcripts; converting spoken work into text, is the first step towards 
interpretation.  In the second stage, when the interviews were being transcribed and coded, I 
operationalised informant triangulation with the help of Shabbir and Aliya (Denscombe, 2010). 
All three of us transcribed the data independently and later, compared the transcripts with each 
other for interpretation and accuracy. Since Shabbir had conducted interviews with the male 
participants he transcribed these interviews. I later played the audio files of these interviews 
and matched them with Shabbir’s transcripts. We (all three of us) discussed the gaps in 
interpretations with each other until we reached a consensus. Factual inconsistencies were 
sorted by conducting data source triangulation; cross-referencing from other sources of data, 
including survey data, field notes and interview data from other members of the same family 
(Carter et al., 2014). 
At the third stage of interpreting data and identifying themes I used peer debriefing as 
a method for ensuring rigour in my study (Denscombe, 2010; Denzin and Lincoln, 2000). Peer 
debriefing is described as the process of validating the analytical categories by presenting them 
to an independent peer researcher for questioning. During the analysis, I met with a peer 
debriefer who was a colleague, Elisa, in her final PhD year at the Faculty of Education, 
University of Cambridge. I met with her multiple times and presented the thematic categories 
to her. She would interrogate the interpretation of my thematic categories and the kind of data 
that were used to support the categories. After detailed discussions we would reach an 
agreement on the thematic titles and the categories that represented the data extracts. Another 
form of receiving independent feedback on my analysis was by presenting small sections of 
the thematic categories and interpretations at several national and international conferences. 
For example, I presented the analysis for aspirations at the European Conference on South 
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Asian Studies, Center for South Asian Studies (ECSAS July 24-27, 2018, Paris ); the actions 
categories at the Comparative and International Education Society Conference (CIES March 
25-29, 2018, Mexico City); the silences analysis at the CIES Gender Committee (2019 April 
14-18, San Francisco); and the negative capability analysis at the Human Development and 
Capabilities Association Conference (HDCA September 9-11, 2019, IOE London).  
Issues of reliability are contested in the qualitative research tradition (Denzin and 
Lincoln, 2000; Christians, 2005). Some of these contestations come from the view that the 
researcher is seen as an instrument in the generation of knowledge and not just an objective 
observer. This has serious implications for the idea of reliability, which lays claims on the 
replicability of a research process to achieve similar findings. This, however, is problematic, 
especially when, like the study in question, the researcher has taken a narrative approach to the 
inquiry. Narrative accounts are revisionist in nature and are built on the premise that every 
story told is a retelling (Clandinin and Connely, 2000; Czarniawuska, 2004).  The question is 
whether reliability can be used as a construct for rigour. One of the ways to provide credibility, 
then, is to provide a reflexive account of the various procedures and processes involved in the 
research. I considered myself ideally positioned in the field, because my reflexive approach to 
ethics guided me to rationalise the best course of action throughout the research process. This 
role was especially dominant at the stages of negotiating ethical issues and designing the 
research procedures. Reflexivity held dual meaning for me: bringing insights from my own 
experiences and also, allowing ‘separating (bracketing)’ myself from my study, to step back 
and be conscious of my personal biases. From the outset of my research, I was very mindful of 
the implicit bias I could impose when seeking mothers’ influence from the data. Reflexivity, 
after all, is about questioning one’s own knowledge production processes and the biases hidden 
therein. To deal with this potential bias I trained myself to think consciously about how this 
bias could be affecting my decisions. I found the practice of ‘bracketing’ very helpful in dealing 
with this bias. Whilst there are many definitions of bracketing in the grounded theory research 
traditions, I broadly used it as a practice for isolating my bias and consciously reflecting on it 
to isolate my bias throughout the research process (Tufford and Newman, 2012; Creswell and 
Miller, 2000). This required asking tough questions and critically challenging the theory, 
design and analysis decisions that I made in the research.  
Reflexivity can be seen as ‘turning back on oneself, a process of self-reference’ 
(Davies, 2008, p. 4). Using a social constructionist worldview and capability approach allowed 
for information to be produced about other actors in the lives of mothers. The methods had to 
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include multiple perspectives even when mothers were the main focus of the study. Similarly, 
during data collection and analysis, I questioned myself whenever I discovered mothers having 
an active influence on their children’s education. One of the ways in which I accomplished this 
was by looking for counter narratives and critically reflecting on them. For example, in Chapter 
6, I have presented the narratives of mothers illustrating the counterargument alongside those 
of the main one in the chapter. If I still saw evidence that mothers were making efforts to 
support daughters’ education, I reflected on this by asking questions, for example, what was 
the relational aspect of these actions and their broader context? Were these voluntary? What 
evidence is there to show their rationality behind those actions? In doing so, I was faced with 
the issue of first defining maternal influence from the perspective of the mothers and then, 
establishing my ethical stance regarding mothers as the unit of analysis in the study.  
Another challenging question was, ‘if a mother is doing/planning something to help her 
daughter learn, but it does not reach fruition, for whatever reason, should it be considered as 
'no influence', because previous studies have only focused on ‘outcomes’ and not efforts?’ In 
such times, my philosophical inclination and ethical position would force me to see things from 
the perspective of the mothers - with their efforts as outcomes. That is, if mothers understood 
education for their daughters and sought to make them achieve it, then, I would define it as an 
influence from the perspective of mothers. For example, one participant who could not afford 
to send her daughters to school, thought her daughters would benefit if they studied, so she 
actively sought admission to a nearby madrassah. When seen through the perspective of past 
studies she was not influencing her daughter's education, because her daughter was not going 
to school, but in reality, she 'was' strategizing to put her daughters in a learning environment. 
This approach of self-reflection to deal with the potential bias is supported by the ethical stance 
taken for this research, whereby I intended to search deeper into the structures behind maternal 
influence. This research involved exploring mothers’ capabilities, thus departing from the idea 
of investigating maternal parenting skills. 
3.8.2 The process of analysis 
The process of analysis has two stages. In the first stage I conducted a thematic analysis 
on all of the interview transcripts and noted the categories. These categories were used to 
identify the aspirations and actions that mothers performed to support their daughters’ 
education. In the second stage, I read the interviews like a story by going through the transcripts 
for the different members in each family, paying attention to the social (relationships), the 
physical (bodily placement) and the temporal (time context of experiences) spaces. It is through 
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this reading that narratives started to emerge. The higher order narratives led to the similarities 
between these stories and the theoretical concepts associated with negative capability and 
silences. Chapter 4 and 5 draw on thematic analysis. However, Chapter 6 and 7 address the 
higher order theoretical associations. I used Braun and Clarke’s (2006) thematic analysis and 
Ewick and Silbey’s (2003) narrative analysis approaches. Following Braun and Clarke, I 
approached the analysis in accordance with the stages of iterative reading, whilst at the same 
time drawing on Ewick and Silbey’s work to focus on what was said in the interviews and the 











Figure 3.13: Narrative analysis process (adapted from Creswell and Poth 2018, p. 199)
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3.8.2(a) Transcription as an Interpretative Exercise 
Riessman (2008) argues that the process of interpretation cannot be separated from the 
transcription stage. Acknowledging this as a vital part of interpretation and analysis, I ensured 
that the audio recordings were transcribed by the same people who conducted them. That is, 
the transcriptions served an additional purpose of providing validity to the words of the 
participants. Therefore, I transcribed the female interviews whilst the male RA transcribed the 
male ones. To ensure reliability of the interpretations, I requested the female RA to transcribe 
the interviews as well. We compared the transcriptions and discussed the incongruence 
between translations and interpretations (a sample transcript from the male and female RAs is 
attached as Appendix 3.9). The same process was followed for the male interview transcripts. 
I listened to the recordings and then checked the transcripts provided by the male researcher 
and noted down inconsistencies between meanings. Later these were discussed with the male 
researcher and the mutually agreed meanings were noted. Thus, at this earlier stage of analysis 
the word of the participants was triangulated through three researchers who were involved in 
the data collection process since the beginning. The interviews were mostly in the Punjabi 
language and were first translated to Urdu and eventually, into English, so that inconsistencies 
due to lexical meanings (meanings across languages) were possible. To address this, before 
translating the transcripts into English, I discussed them with both male and female RAs. 
Separate discussions were had with each to discuss transcripts where there were inconsistencies 
in meaning between the two researchers. After the material was translated into English, it was 














Figure 3.14: Sample screenshot of NVivo annotation 
3.8.2(b) Developing an initial codebook 
After transcribing the data and holding discussions with the RAs, I developed an initial 
codebook combining the previous theoretical concepts and the new themes that could be seen 








Table 3.11: Initial codebook for reference (adapted from Creswell and Poth, 2018, p. 192) 
Themes Purpose of information for analysis Description Example coded text 
Environmental 
Conversion Factors 
Assessing the availability of 
facilities to inform the analysis for 
capabilities: understanding the 








‘If you see here the school is understaffed. The government gives 
us a target to enrol 100 students each year, but it is so hard to 
meet this target. They send teachers from other areas; they get 





Analysing the support and 
hindrance from mothers’ social 
environments to understand their 






‘They are very encouraging about education. In fact, they tell me 







Personal factors that support or 






‘My husband is of the view that he will provide a sales shop for 
them so that they don’t have to bear difficulties. I always argue 
that only when they can deal with difficulties and hardships will 
they learn to survive. This is when we both disagree. I sometimes 




Themes Purpose of information for analysis Description Example coded text 
Resources Material resources available to 
mothers and how they compare 
with each other in this respect 






environmental, social and personal 
conditions to see how they gain this 
ability actively to seek their goals 
Mothers’ efforts for 
their daughters’ 
education 
Aspiration: ‘MashAllah my daughter is very intelligent. 
InshaAllah I will make sure she studies until year 10, 11 or 12, 
as much as she can, whatever happens’ (Hh-07). 
Actions: ‘When my daughters were young, I used to teach them 
myself. I used to complete my work and then sit and teach them 
all. My cousin used to look at us and say (laughingly) I think we 
should start a school for you where you can also study further 
and teach other children too’ (Hh-04). 
History/Mothers’ 
Stories 
Building mothers’ experiences in 
their past and present lives, so that 
they are not only assessed based on 
how they appear at the time of the 
interview, but also according to 
Mothers’ 
recollections of 
their life events 
‘I have not even read the Quran. Had no parents who would 
worry about me. When I was very young my mother died. We 
were two sisters. I got married when I was 20. Then I started 
living with my in-laws. They mis-treated me. I had a son who 
was ill. The child’s body would get blisters’ (Hh-09).  
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‘Daughters are safer when they are educated. In olden times 
mothers used to make their daughters work at home. They were 
able to spend their lives like this. The new times are demanding 





3.8.2(c) Reading complete interviews for a narrative analysis of the entire 
interviews  
The codebook acted as a reference point for the interviews. I read the complete 
interviews of the mothers, listened to their audios, and then, read the fieldnotes. Reading and 
listening were meant to stimulate memory, so that when mothers talked about events the three 
narrative spaces of relational/personal (social), temporal and spacial (physical) could be 
explored. I occasionally cross-referenced the stories against the interviews with other family 
members. I identified uniformity in the data according to these themes; corroborating evidence 
across participants and data collection units (family members in each household unit and 
village attributes). I paid special attention to contradictions between the different sources of 
data and then, analysed the findings as a whole, highlighting the contradictions and exploring 
their circumstances in depth (advocated by Gomm, 2004, 190; Gillham, 2000; Braun and 
Clarke, 2006). At this point the themes were more categorical with separate categories within 
each interview. This is the point where aspirations and actions of mothers to support their 

















3.8.2(d) Identifying and coding themes: Aspirations, Actions, Conversion Factors, 
Resources, Autonomy and History  
At this stage I read the interviews in full, first searching within and then, across the 
different stories told by the mothers. There were two levels of abstraction applied at this stage. 
On the first, I coded aspiration and actions of mothers. Regarding aspirations, I looked for any 
opinions that mothers had regarding their daughters’ education. It is important to note that the 
two categories of aspirations and actions had emerged from the data, because the interview 
schedule itself did not have a section regarding them. After reading the transcripts of the 
mothers and listening to the audio recordings, the two categories of mothers’ aspirations and 
the actions that they were performing to support their daughters’ education had repetitively 
appeared and seemed to be important to the mothers. Accordingly, I started coding for the two 
categories in the interview data. Aspirations appeared as mothers’ wishes for their daughters’ 
education. This included any desire to ensure that their daughters completed a level of 
education. I also coded where mothers had extended aspirations, for example, anticipating 
certain gains from education. This helped in assessing their educational aspirations. I also 
searched for various kinds of actions that mothers were performing to support their daughters’ 
education.  
On the second level, I coded the predetermined constructs of conversion factors, 
resources, autonomy and mothers’ history. The important point is that, whilst I was coding all 
of these constructs individually, I was constantly considering the narratives based on how they 
affected the mothers’ efforts.  This ultimately meant that an implicit analysis was already in 
progress through which I was trying to understand the relationships and how they affected the 
mothers’ capabilities and agency. Capabilities were understood as the mothers’ freedom to 
achieve their education related goals for their daughters, and through their expressed 
aspirations or performance of actions their agency and their capacity to act on these desires 
were understood. This resulted in the coded categories of ‘conceptualisation of education’ and 
‘agency, autonomy’ (visible in Figure 3.16) being identified.   
3.8.2(e) Comparing stories and discovering turning points (narrative events) in the 
lives of mothers  
With the description of agency through aspirations and actions and another round of 
reading the interview transcripts, many stories were brought to light where mothers had had 
experiences that had pushed them into transforming their situations.  Some have called turning 
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points in people’s lives opportune moments or narrative occasions (Riessman, 2008). This led 
me to consult the literature to make sense of the findings that were slowly becoming visible in 
the data.  I reviewed the previous work to identify any additional concepts that could assist my 
analysis, thus helping me make sense of the efforts of mothers. For example, literature on 
negative capability, and that on paradoxical understandings of silences, which could be seen as 
empowering, helped me to create a broad narrative within which the stories could fit.  
3.8.2 (f) Interpreting the broader meanings of the stories 
This stage is generally referred to as telling a story again in narrative thinking 
(Clandinin et al., 2016; Creswell and Poth, 2018). This is when the researcher is expected to 
withdraw from the work and locate the narratives in an overall broader story. Narrative analysis 
makes no claims on objective accuracy and it is acknowledged that reality is a retelling of a 
story co-produced between the participant and researcher. However, with this openness comes 
the responsibility of representing people’s stories accurately. This put me in the responsible 
position of explaining how my findings fit in the global politics as I re-presented my 
participants’ narratives (for a detailed commentary on the politics of re-presentation see, 
Latour, 1999). 
 This required a broader view of what Czarniawska (2004) describes as the move from 
the specific to the more general. In other words, keeping an eye on the particular, whilst also 
withdrawing and analysing the space and the broader politics within the subject area.  I found 
this terminology very useful in understanding that the broader debates on re-presentation would 
eventually shape the depiction of these stories once they entered the public sphere. Learning 
from the wider field, I was able to locate the narratives broadly in the field of transnational 
feminism. I am conscious of the politics of representing girls in the Global South, which 
invariably depicts them in a deficit model by valorising Eurocentric assumptions of 
achievement (for example, Khoja-Moolji’s work in 2016, 2015, 2014). Being mindful of these 
debates, I have positioned my study as an inquiry of women’s agency under conditions of 
disadvantage.  
3.9 Concluding Remarks 
 The overall aim of this chapter was to explain and justify the worldview that 
underpinned the various stages of conception, design, execution and analysis of this research 
project. I explained how the social constructionist worldview guided the use of the capability 
approach, which led to the design and development of the research method. I discussed how, 
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for the project, narrative thought was drawn upon for the analysis, whilst also demonstrating 
how this thinking aligns with the purposes of the worldview and theory adopted earlier.  I 
concluded this part by describing my own positionality in the research project and the role of 
reflexivity as an ongoing process for ensuring validity. In the following sections, I discussed 
the research procedures and described the analysis approach and process. I concluded by 
explaining how broader narratives were abstracted from the narrative analysis and put in 
conversation with the competing debates in the politics of representation. In the following 
chapters, I will discuss the findings that led to the abstraction of the stories and present 
















Chapter 4: Getting to Know the Village Communities of Mothers: Exploring Physical, 
Economic and Social Access for Daughters  
Introduction 
In this chapter, I explain the social context in which mothers and daughters in the 
sample villages are located. It is within this context that educational opportunities for daughters 
are negotiated by their mothers. Following in the steps of some (Warrington and Kiragu, 2012), 
I am using the context in this way to lay out the unfreedoms that may be experienced by some 
of the mothers in their goals for their daughters’education given the village context in which 
they live. This is important for two reasons. The first is that this analysis will help in 
understanding the village level conversion factors for mothers. These include environmental 
and social factors that may potentially support (or hinder) their efforts regarding their daughters’ 
education. The second reason is that the participant mothers belong to three different 
neighbourhoods located in three villages. Thus, the availability and opportunities for education 
tend to vary for the mothers who belong to these communities. Additionally, there are economic 
differences across families, which influence the economic access available to mothers for their 
children. This comparative analysis of economic access also helps in building an image of the 
resources available to mothers. As discussed earlier, conversion factors and resources are 
important concepts for this research, because the extent to which mothers may support their 
daughters’ education is relative to the resources and support that are available in their social 
and environmental backgrounds (see in conceptual framework, figure 2.5). In this chapter, the 
approach is one mapping the mothers’ position according to their placement in the 
‘environmental and infrastructural (affecting almost everyone living in the area), economic 
(occurring at both local and household levels) and personal (impacting at the individual level)’ 
(Warrington and Kiragu, 2012, p. 304) web of opportunities (or unfreedoms in the case of lack 
of them) available in the three neighbourhoods. Hence, in this chapter I seek to address the 
research question: What is the nature of the physical, economic and social access to 
daughters’ education, in the village neighbourhoods of the mothers?   
Regional profiling for the three communities is undertaken based on three dimensions 
that have been identified in the literature as key challenges for girls’ access to education: firstly, 
physical access, including infrastructure and physical provision of schools (Oliver, 2010; 
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McCosker, Barnard, and Gerber, 2001); secondly, social access which is related with the 
general perceptions of neighbourhood communities about girls’ education (Aftab, 2004; Jamal, 
2016; Noureen and Awan, 2011); and thirdly, issues of economic access. The lattermost 
pertains to the aspect of resource constraints across families, which is highlighted in the 
literature and has implications for girls’ access to education (Latif, 2009a & b).  
In the capability approach literature, these access-related issues together are recognised 
as conversion factors, where physical and social access fall into the category of social 
conversion factors, and economic access under the umbrella of resources. These factors enable 
or disable mothers’ efforts when they try to achieve their goals for their daughters’ education. 
In the words of Robeyns (2017), ‘persons have different abilities to convert resources into 
functionings. These are called conversion factors: the degree to which a person can transform 
a resource into a functioning (p. 39) ’.  
Henceforth, I will use the terms physical access, social access and economic access to 
include the three attributes explained above. This portraiture enables a nuanced description of 
the context as experienced by mothers. At the same time, it helps the reader to locate them 
within their broader village community and across houses in their respective neighbourhoods. 
This helps to provide a general sense of what limitations mothers are likely to encounter based 
on their physical location in a certain community. The analyses in this chapter reveals that  
there are differences in characteristics between the different village neighbourhoods, 
supporting the interpretation that ‘rural Pakistan’ is not a monolithic entity, but rather, each 
neighbourhood and sometimes even household, has its own individual cultures and characters 
(Sathar and Kazi, 2000).  
The chapter is divided in two parts. In part 1, I describe the method used to analyse the 
physical, social and economic access of the three village neighbourhoods. In part 2, I first 
profile each village community separately and then, conclude by presenting a synthesised 
comparison of access in each neighbourhood.  
I. Method of analysis for physical, social and economic access 
As explained earlier, the sampled households were identified in central Punjab to 
capture households that were within a similar spectrum of wealth. Subsequently, households 
were identified from the same neighbourhood in three different villages. Neighbourhoods are 
defined as households situated within a one-mile radius of the village centre. In this part, I 
discuss the method adopted to analyse physical, social and economic access to education. 
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Rather than limiting the categorisation of the respondent mothers to the geographical location, 
I will apply ‘place typology’ (explained in the following section) to provide a detailed portrait 
of the characteristics of each village community. Secondly, to make a comparison between the 
financial situation of each household, I will compare households in the same village community 
with respect to their possessions and incomes. This helps in understanding the relative financial 
status of households in the same community.  
4.1 Method used for Analysing Physical and Social Access 
Regarding physical and social access, I have used place typology to map geographical 
regions based on the provision of facilities and social conditions, as introduced by Lupton and 
others (2011). In their study, Lupton and colleagues use place typology, which involves 
creating context by comparing indicators across regions of interest to facilitate informed policy 
recommendations. Adopting a similar approach, I categorise the village neighbourhoods based 
on factors of interest (physical, social and economic) to build a context for the reader to 
understand the placement of the respondent mothers in their neighbourhoods.  
Physical access is based on three factors: geographical location, referring to the distance 
from a main city to gauge the extent of rurality; infrastructural facilities, pertaining to road 
access and number of schools; and provision of education, referring to the quality of education 
offered and employment opportunities for girls after education. Social access entails: the 
educational policy implementation, that is, the state of education policy implementation 
through monitoring etc. in the neighbourhood schools; social norms, regarding the support of 
the neighbourhood community for girls’ education and the informal social networks of women 
in the village society; and social class/caste effects regarding differences at the household level.  
Unlike Lupton and others (2011), who only try to find similarities, I illustrate the 
differences as well, painting a picture of the situation regarding access available to the resident 
mothers in the three participant village neighbourhoods. For physical access, I used survey 
data, fieldnotes and national census data. Whilst for interpretative claims, such as educational 
quality and related employment opportunities for women, I used data from the participant 
interview transcripts. For this purpose, I utilised the interview transcripts of mothers, household 





Table 4.1: Physical and social access 
Coding Scheme: Physical and Social Access 
Categories Grouping criteria Details 
Physical Access Geographical location  
 
Development due to closeness to the main city 
Infrastructure and facilities 
 
• Roads connecting communities with educational 
institutions and transport for schools 
• Number of schools in the village and near the 
sampled neighbourhood 
 
Provision of education • Quality of education offered 
• Employment opportunities after education 
Social Access Educational policy 
implementation 
 
• Awareness of policies and monitoring practices 
of the state 
Social Norms 
 
• Community support for girls’ education 
• Participation of women in social activities and 
social closeness of the community in the 
neighbourhood 








4.2 Method Used for Analysing Economic Access 
The economic situation of the households has an influence on the family’s access to 
education.  First, I have categorised the households in each village to place them into four broad 
categories of financial status: Stronger, Less strong, Less weak and Weaker. Secondly, I have 
discussed how the different financial status categories relate to physical and social access. 
Households from each village were compared against other households in the same 
neighbourhood to create the categories and hence, each is comparable with others in the same 
village neighbourhood. Both manifest (face value content) and latent contents (content that 
needs interpretation) were taken from the data for this analysis. To begin with, the houses were 
divided into two primary financial status groups, ‘Strong’ and ‘Weak’ according to the 
perceptions of the participants (see Table 4.2). A ‘text’ search was run for the word ‘poor’ for 
each village separately and the extracts were analysed. The households where participants 
identified themselves as poor were put in the ‘weak’ group and those that used the word ‘poor’ 
for their neighbourhood were put in the ‘strong’ group. Before assigning the categories, I read 
through the transcripts to confirm that the categories represented the situations of the 
households. The houses where the word ‘poor’ did not emerge were assigned to different groups 
by studying the interviews and fieldnotes. A detailed account of the rationale was created to 
explain why the houses were assigned to different groups.  
It was observed that there were variations in the financial situations of households 
within each group.  To get a just ordering of the financial differences both of the primary 
financial status categories were split into two secondary financial status categories based on 
the six predictors: outlook of the house, sources of income, alternative sources of income, 
employment status, size of the family and home ownership (rented or owned). The first three 
indicators ; outlook of the house and family, source of income and employment status gave an 
estimate of the relative earning potential of the families, whilst the last three; size of the family, 
schooling status and information about ‘paying rent’, revealed more about regular expenditure. 
The houses were placed in an ordered secondary financial status category based on the level of 
scarcity of resources, apparent by the indicators (see Table 4.2).  
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Table 4.2: Coding scheme for the economic access analysis 
Coding Scheme: Financial Status Categories 
Primary 
categories 





• People in the 
household do not 
perceive themselves 
as poor 
• Family members 
refer to neighbours 
as being poor 
Stronger • Outlook of house and family: 
Mud and bricks/mud, bricks and 
cement/bricks and cement  
• Source of income: 
Husband/wife/children/others  
• Alternate source of income: 
Land and/or cattle  
• Employment status: Daily 
wager, contract labourer or 
entrepreneur/ owner 
• Size of family: Number of 
children  
• Paying rent: House owned or 







• Mothers’ own 
perception of being 
poor 





Finally, for the second stage of economic access I matched the financial categories with 
the physical and social access along with the economic circumstances for the participants living 
in these village communities. After describing the overall analysis approach and process for 






II. Creating a Profile of the Three Sampled Village Neighbourhoods of Chak Ameeran, 
Virasatpur and Chak Sangar 
In this section I map the physical, social and economic access to education in the three 
village neighbourhoods of the research participants.  
4.3 Profiling the Neighbourhood of Chak Ameeran 
The village has a population of 9,644 people and 1,538 households (Government of 
Pakistan, n.d.). Walking through the village one notices that the majority of the houses are 
cement, but a few are constructed using bricks, mud and wooden beams (Fieldnotes-Village 
summary, T1-L2-st1.4). This also reflects in the sample I selected for the study, in that all the 
participant mothers from this village had cement or semi-cement houses, which in rural villages 
are generally owned by affluent families with higher socioeconomic status (Survey data, Int 
data). I have illustrated the map and pictures of the sampled village neighbourhood in Chak 









































Table 4.3: Findings for physical access in Chak Ameeran 







• Development due to 
closeness to the main 
city 
• Situated close to a main city. Is more 





• Roads connecting 
communities with 
educational institutions 
and transport for 
schools 
 
• Number of schools in 





• Easy access to schools 
• Direct access through a GT road 
• 24-hour access to transport: public and 
private 
 
• 2 schools: one state owned school up to 




• Quality of education 
offered 
• Employment 
opportunities after the 
completion of 
education 
• Schools are well known for good quality 
education 
• Ample employment opportunities for 




4.3.1 Physical Access in Chak Ameeran  
In the following subsections I will discuss the findings illustrated in Table 4.3 in detail.  
4.3.1 (a) Geographical location: Visible development based on closeness to a main 
city.  
Chak Ameeran is located in the Sargodha district less than fifty kilometres from the main city. 
The overall look of the village (house construction, roads etc) suggests that the majority of the 
inhabitants live above the poverty line. This is also noticeable by observing the wealth 
indicators of the participant families, since most of them have an electricity own a mobile 
phone, a television and at least one motorised vehicle for transport (survey data). However, 
based on the views of some participants, owning a vehicle may not be an adequate indicator of 
wealth. As one respondent said, ‘Our village has the main road running through it. We step out 
and are on the main road so there is not really a need to buy a vehicle either (Hh-25-A-H).’   
4.3.1 (b) Infrastructure and facilities 
(i) Roads connecting communities to educational institutions and transport for 
schools. Chak Ameeran is located near the main Grand Trunk road, which connects the village 
to major cities and other villages. As visible on the village map (see Fig 4.1 p.95), the village 
neighbourhood is also connected to a main road, which leads to a bus station and there are 
private options for transportation as well. Because of the variety of these options people have 
twenty-four-hour access to means of transportation. For this reason, for example, Ambar (Hh-
26) is able to send her daughter to school in a nearby village. 
(ii) Number of schools near the sampled neighbourhood in the village.  
Considering the population size and school access constraints in rural Pakistan, this village has 
moderate coverage, with eleven schools, a boys and girls’ college (higher secondary), one 
madrassah (Islamic learning system in mosques) and five mosques. All these institutes deliver 
some form of structured learning (PBS, population data).  In addition to good physical access, 
the village is self-sufficient with almost all the basic infrastructure, such as health units, a post 
office and bank etc. (survey data).   
However, for the sampled neighbourhood, only two schools are easily accessible; one state 
(pre-primary up to year 10) and one private (primary). There are two mosques and two health 
facilities also present in very close proximity. Besides the two schools and one madrassah, there 
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are no other learning institutes, nor did the participants have any information about other 
schools. The participants were more supportive of formal school education, as Nusrat’s brother 
Nasir (Hh-04) explained, ‘Rather than the madrassah, most of the people prefer to send their 
children to formal schools (Internals\\Transcripts\\4-S-H [Br])’. A majority of the participants 
sent their children to the state school.  
4.3.1 (c) Provision of education 
(i) Quality of education offered 
Overall, the people in this village neighbourhood have a higher proportion of education 
provision compared to the other two village neighbourhoods in the study. This was evident in 
the fact that in the initial phase of this study when the survey was conducted, the aim was to 
include mothers with different levels of education or no education at all, but the team found it 
very hard to locate such cases in Chak Ameeran (survey technical report). Participants 
expressed their satisfaction with the teaching standards, occasionally admiring teachers in their 
comments, such as, ‘The schools provide very good education’ (Hh-22). Whilst I cannot claim 
causation between the greater percentage of parents who had received education in the village 
and their approach to it, I did observe that generally more parents were involved with the 
education process. This is evident from the comments by Yasin’s husband Yasir (Hh-29), ‘My 
wife also keeps in touch with the school regarding school-related matters of children’.  
From the participant responses, it can be seen they did, not specifically discuss the 
teachers, but rather, generally referred to teaching quality. Parents specifically mentioned three 
valued aspects repeatedly; good ‘teaching standard’, ‘security’ provided by making the 
buildings safe and the option of having a ‘co-education system’. Whilst teaching quality was a 
dominant theme, the concerns about security stemming from the current unstable political 
situation in the country were apparent.  In the past decade, terrorists have targeted schools and 
following the ‘Peshawar school massacre of 2014’, that left more than 300 children dead, 
policies have included strict security measures to protect children in schools.  
Most of the people expressed satisfaction with the quality of education and security 
standards maintained at the schools (Internals\\Transcript\\21,22,25,26,29-A-H). They also 
took pride in the fact that their area was well-known for providing good quality education, 
‘Schools in our village are very good and students from at least ten adjacent villages come here 
for studies (Hh-31-A-H[BIL])’. Many of them felt that government and private schools in the 
area were equally competent. The perceptions of good quality government schools are evident 
 
 108 
from the fact that most of the participants had their children enrolled in government schools 
(survey data).  
(ii) Employment opportunities after the completion of education  
With regards to employment opportunities for men and women after education, being closer to 
the main city is more affordable for people to commute between the city and village. This 
expands employment opportunities for the villagers. There are also employment options within 
the village, with most of the male and female respondents working within their village. Many 
did manual labour, some were hawkers, one was a teacher (Hhs-23, 33, 21, 25 and 29-22 and 
26-31). For women, the dominant professions were tailoring and cattle rearing (Hhs-21 and 25-
29, 22 and 37). There were no reports of women travelling to the city to earn a living.  
4.3.2 Economic Access  
In this subsection I locate the financial status of each household in the village with 
respect to other households in the same neighbourhood. Additionally, I discuss the impact of 
households’ financial situation on educational access for their children.  
4.3.2 (a) Finding financial status of the households and its impact on educational 
access 
Through the analysis of financial categories, as aforementioned, I was able to assign 
the 30 participant households within their respective village neighbourhoods into four 
secondary financial position categories of; stronger, less strong, less weak and weaker. The 




Table 4.4: Financial status categories of households in the neighbourhood of Chak 
Ameeran 
Financial Status Categories for Chak Ameeran 
Financially strong Stronger Hh-22, 23, 29 and 31 
 Less strong Hh-25, 37 and 26 
Financially weak Less weak None 
 Weaker Hh-33 
 
In the following subsection I explain these findings in detail, outlining why households 
were included in the financial status categories and also discuss the implications this has on 
mothers’ physical access to education for their children.  
(i) Mothers from ‘Stronger’ households and the impact on educational access  
Four mothers’ households were identified as ‘stronger’ (Hhs-22, 23, 29 and 31). The 
main reason why they were included in this group was that all these families own and run their 
own businesses. Additionally, households 23 and 29 are in a higher economic class, because 
they have alternative sources of income; cattle rearing, whereas the remaining two households 
(Hhs-22 and 31) are service providers (retailer and teacher). Household 22 is engaged in retail 
sales by managing a shop which the household head owns. The head of household 31 is a head 
teacher and owns the school in partnership with a colleague.  
Not surprisingly, a majority of the mothers and fathers in the stronger category are also 
those that have received education. Owing to their ‘stronger’ financial status these families find 
it easier to provide educational access to their daughters. For example, when I asked Riffat’s 
(Hh-22) daughter Ria what would happen, if the school is far, she confidently said, ‘Then I will 
go with my friends in a van. It is easy to go by van’. The parents’ financial position ensured 
that they could reach for higher aspirations for their children. For example, Riffat mentioned 
she had enroled her son in a private school, Rabbia (Hh-23) sent her son to a boarding school, 




However, there are cases like Yasmeen’s (Hh-29) that encourage us to reconsider when 
we make generalisations based on known indicators, like economic status. Even though 
Yasmeen belonged to an affluent family, she was not able to ensure that her daughter would 
continue school. She informed me that her husband, who himself had completed primary 
school, thought that their daughter had grown up and so it was not appropriate for her to 
continue her schooling. Yasmeen and her sister-in-law both disapproved of this, but in terms 
of support access to education for her daughter looked very different from that available to 
Riffat’s daughter. 
(ii) Mothers from ‘Less-Strong’ households and the impact on educational access 
 Households 25, 37 and 26 were identified as being ‘less-strong’, because income 
earners in both families were engaged in manual labour. In household 25, Tania is a seamstress 
whereas her husband Toufiq is a carpenter, who also owns his shop. It is also important to note 
how much money actually reaches the hands of the mother. For example, in Bushra’s 
household (Hh-37), her husband is employed in the armed forces and has a stable income, but 
he contributes very little to the family (Hh-37-A-MandD). Bushra (Hh-37) rears cattle and sells 
dairy for profit. Her family owns their house as well as a few cattle and goats. Hence, whilst 
the financial situation is good, it is not as robust as that of the families included in the ‘stronger’ 
category.  
Similar to ‘stronger’ households, both mothers and fathers (or household heads) had 
received education, except for one mother, Bushra (Hh-37). The fathers had post primary 
education; one had completed 12 years of school. Like the parents in the ‘stronger’ group, those 
in ‘less-strong’ households also all agreed with their daughters’ desire for education. Tania (Hh-
25) says, ‘My own father-in-law IL didn’t send his own daughters to school but my husband 
and he are both keen on having my daughters in school. I don’t have a son, just these three 
daughters. My daughter Savera says that she wants to become a doctor so everybody agrees 
that she can do what she wants’. The difference between those from the stronger category and 
these mothers is that resources for education do feature as a concern, but one that can be 
handled (For example, Bushra).  
(iii) Mothers from ‘Less weak’ households and the impact on educational access 
 According to the inclusion criteria, none of the mothers’ households qualified for this 
category. 
(iv) Mothers from ‘Weaker’ households and the impact on educational access 
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 Only one household, that of Hina (Hh-33), was identified as weaker, because the 
family perceives their own financial situation to be poor. Upon further analysis of the data 
(interview and fieldnotes), it became clear that the family is struggling financially. They have 
very few possessions and find it hard to survive financially.  Another difference is that only the 
family in household 33 is living in a rented house, while the rest of those in this cohort own 
their houses.  
In Hina’s family, her husband had completed post primary level education (8 yrs), 
whereas she, herself, never attended school. However, after learning how to read the Quran and 
because of knowing how to read Urdu, Hina helped her children with schoolwork, but her 
financial status was a big disadvantage for her daughters’ access to education. Whilst her eldest 
daughter Sania had been going to school, she had had to leave because she was unwell. Later, 
she wanted to go back, but Hina could not afford it until her husband returned from abroad and 
they moved from their village in search of affordable education. As a result, her younger 
children were going to school, but Sania was not. In sum, the family was living in poverty with 
very few possessions in a rented house.   
4.4.3 Social Access 
The analysis regarding social access resulted in the findings that are illustrated in Table 4.5. In 












Social Access for Chak Ameeran: Findings 




• Awareness of policies 
and monitoring 
practices of the state 
• Good reach of 
educational policies  
• Awareness amongst 




• Community support for 
girls’ education 
• Participation of women 
in social activities and 
social closeness of the 
community in the 
neighbourhood 
• Generally supportive, 
also for girls’ education 
• Less social 
connectedness of 
women within the 
society 
Social class/caste • Influence of social 
class/caste on household 
level 




4.3.3 (a) Educational policy implementation: Awareness of policies and 
monitoring practices of the state 
Most of the participants in this village were keenly aware of educational policies and 
governmental monitoring of schools. This often resulted in trust building in the community 
about schools. Many participants had a high opinion of the educational policy implementation 
by the government. One respondent mentions how, ‘A government car frequently comes with 
staff and they check attendance and quality of education. They are putting in a lot of effort (Hh-
31-A-H[BIL]). Another explains that one of his nieces is‘getting a scholarship of about fifty 
thousand Rupees (approximately 248 GBP) for her education (Hh-29-A-H)’, indicating that 
educational funding is available in the area Another notes, ‘Until my daughter was in year 10, 
she used to get books from the school (Hh-37-A-MandD)’.  
4.3.3 (b) Social Norms 
In this subsection, I discuss the social norms and practices in the village neighbourhood that 
may have an impact on girls’ access to education. 
(i) Community support for girls’ education 
The participants’ perceptions about their neighbourhood support, in general, were very 
positive. Seven out of the total nine participant households (one or more than one member of 
the same household) had very favourable views about their neighbours and the wider 
community overall. They complimented their neighbours, with words and phrases, such as 
‘cooperative’, ‘support us in need’ and ‘good people’ (Hhs-21, 23, 24, 25, 26, 29 and 31). 
Similarly, the participants also felt that the community supported girls’ education and 
employment. This is evident in the fact that four participant mothers (out of the overall eight 
in the village) in this neighbourhood were employed in paid work. A related issue of the 
physical mobility of women, had resulted in limited access to paid work, but this seemed to be 
of little concern in this community (research diary). Most of the people in this village believed 
that their neighbourhood community was supportive of girls’ education (Hhs-21, 22, 23, 25, 
29 and 33-A). Riffat’s (Hh-22) father-in-law Rauf says, ‘currently girls from all the 
neighbourhood are going far and wide for education’ and ‘people are sending their daughters 
to school in spite of poverty’.  
(ii) Participation of women in social activities and social closeness of the 
community in the neighbourhood  
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Mothers’ participation in social activities shows social closeness in this community. 
Despite the indications that the village community lived in harmony, social cohesion between 
the women was not necessarily evident in the data. One of the elderly males complained that 
the neighbours never responded to them even in the case of emergencies (Hh-22-A-O[FIL]). 
This suggests that the community has an amicable social structure but is not necessarily 
intricately connected. This is a known defining characteristic of urbanisation and so, the 
closeness to main city may have a role to play.   
(iii) Social class/caste: Influence of social class/caste on household level  
Participants reported that in this neighbourhood a majority of the people belonged to 
one caste, the Gujjars. There were people from other castes living in the neighbourhood and 
generally, the perception was that, regardless of caste, the people lived harmoniously. The 
theme that emerged strongly from the data was that the village community was supportive of 
each other. In Pakistan, caste serves the purpose of disaggregating people by tribe or profession 
(Jaffrelot, 2015). It was noticed in this data that the boundaries between caste, tribe and 
profession were blurred. This is apparent in Huma’s (Hh-31) brother-in-law Haris’ comment, 
‘My neighbours … are always there to help us, even more than our relatives, although we are 
not from the same caste Hh-31-A-H[BIL])’. Overall, the participant families were all 
economically secure.  
4.4 Profiling the Neighbourhood of Virasatpur 
The village, with a population of 9,825 and 1,520 houses, is the largest among the three 
villages in the sample (calculated from PBS, data).  Virasatpur has the appearance of a typical 
underprivileged, rural village of Pakistan. The village map and some images are given in 

































After analysis the findings for Virasatpur physical access are shown in Table 4.6. In the sections 
that follow I will discuss these findings in detail. 
Table 4.6: Physical access to Virasatpur 
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4.4.1 (a) Geographical location: Development based on closeness to a main city  
Virasatpur is situated more than 50 kilometres away from the main city in the district 
of Sargodha. A majority of the houses have been constructed using mud and wooden beams or 
bricks, with the streets being very narrow. Very few of the houses are made of cement. Mostly, 
the houses look like typical rural constructions, with a small area divided into two quarters 
(small rooms) and wide patios, where cattle are reared (survey data, see Fig 4.4 pictures). 
4.4.1 (b) Infrastructure and facilities 
(i) Roads connecting communities to educational institutions and transport for schools  
The village of Virasatpur is not connected via the Grand Trunk road that links the major 
cities of the country. That is, despite good quality roads having been recently constructed in 
the village it is still not connected to the main GT road. This means that in order to reach the 
main economic hubs people have to travel to the adjacent village of Nosher (name anonymised), 
which is 9.5 miles away along a rough track. The Grand Trunk road that leads to the city of 
Sargodha runs across Nosher, so transport can be accessed in there, but not directly from 
Virasatpur. One of the respondents mentioned that she wanted to send her disabled child to a 
special school in Sargodha city, but the school only provided transport from Nosher and not 
Virasatpur. She could not afford the extra expense of transportation to Nosher, so the school 
was inaccessible to her. This also limits opportunities for parents to send their children to 
adjacent villages to search for better schooling options. 
 (ii)  Number of schools in the village and near the sampled neighbourhood  
The people in this village have limited access to basic infrastructure. To cater to the 
population of approximately ten thousand people, there are only eight schools, two madrassahs, 
and four basic health units, but there are 22 mosques (survey data, PBS population data). In the 
neighbourhood where households were sampled, the facilities in accessible range are two 
schools (one private and one government), one basic health unit, one mosque and a small petrol 
station. Because of a shortage of schools, education is not accessible to some people.   
As one respondent explained, ‘The government school is a bit far away (Hh-49-V-H)’ (see map 
figure 4.4, p. 106). This school has recently been upgraded from primary to secondary and 
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higher-secondary level and the first intake of years 9 and 10 were being taught in evening 
sessions. In this community schools seem to be the most popular medium of learning, evident 
from the statement, ‘Most of the people send their children to school as compared with the 
madrassah (Hh-47-V-H)’. The participant parents felt that the two accessible schools were not 
enough to cater to the needs of their neighbourhood. As explained by one respondent, ‘there 
aren’t many schools here even now (Hh-51-V-MandD)’.  
The one nearest to the community is a private school, which was established by the 
local elite, but it was not accessible to most. The government school is situated farther away, 
and girls have to be accompanied by their male family members for safety, if they study there. 
As one respondent puts it, ‘They send the daughters to school till year 5 after which they usually 
stop. The reason is that their income depends on their time and when a daughter goes to school 
she needs to be accompanied by the parents or brothers (Hh-47-V-H)’. Since most of the people 
are manual labourers their time is utilised providing for the family and therefore, daughters’ 
education does not get priority. This element has also been explored in literature on rural 
Pakistan, which supports the view that distance is a major  factor that causes non-participation 
in schools by daughters (Sawada and Lokshin, 2001). 
4.4.1 I Provision of education 
(i) Quality of education offered  
The government versus private school debate manifests itself very strongly in this 
community. Respondents felt that the government school was not providing good quality 
education. This is apparent by the comments that one of the respondents made, ‘The teachers 
at our village school are not kind. They just don’t want to teach the poor children (Hh-49-V)’. 
Some participants thought that private schools were not an option for them. One participant 
mother says, ‘Only the private schools teach well, but they each charge a Rs. 700 (Approx. 3.5 
GBP) fee, how can we afford this? (Hh-42-V)’.  
The contextual meaning of ‘expensive’ varies from person to person, but generally a 
majority of the participants claimed that it was hard for them to afford private schools. 
Additionally, they did not trust the quality of education at the government schools and many 
parents in this sample seemed to prefer private schools over these. However, one respondent 
had enrolled four of his children in a private school even when he was unaware of the teaching 
standard, ‘I can’t comment on the quality of education, how would I know? I am uneducated 
myself (Hh-40-V-H)’. The literacy rate, especially for women, was low in this village. It was 
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challenging to find schooled mothers in this village (four schooled mothers in a sample size of 
12). The four schooled mothers in the sample were identified by visiting local schools to get 
information about parents’ school status. As reported by the participants, the village 
community was mostly in favour of girls’ education, but they were not as supportive of women 
working outside of their homes.  
(ii) Employment opportunities after education.  
Participants believed that there were not enough employment opportunities in the 
village, especially for women. Most of the inhabitants in the village were manual labourers. 
Brick kilns and orange orchards in the area were the main income-generating opportunities for 
people. Many children in the village were helping to earn a livelihood for their families. 
Daughters substituted for mothers in the home as mothers spent time working in the fields, 
orange orchards, kilns or collecting fodder to feed the cattle. Sons worked as manual labourers 
at the kilns or in the fields. It was noticed that in many households all the family members were 
working to fulfil the basic needs of the family (Hh-45-V-MandD). Men in the sample were 
mostly manual labourers, with only three of the households with schooled mothers having male 
members engaged in white collar jobs (teaching, clerical work and retail).  Eight of the mothers 
(in the total of 12) were based at home and the rest were working in the fields or kilns, apart 
from one, who was assisting her husband in his shop (survey data).  
4.4.2 Economic Access 
4.4.2 (a) Finding financial statuses of the households and their impact on 
educational access 
After the financial status analysis, I was able to assign the households in the village 
neighbourhood of Virasatpur into four ordered categories, namely: stronger, less strong, less 
weak and weaker. The categories are given in Table 4.7. In the subsections that follow, I discuss 
these categories in detail and the implications for the mothers’ financial status on their 





Table 4.7: Financial status categories for the households in Virasatpur 
Financial status categories for Virasatpur 
Financially strong Stronger Hhs-88, 99 and 77 
 Less strong Hhs-50, 44 and 47 
Financially weak Less weak Hhs-51, 42, 40 and 49 
 Weaker Hhs-45 and 48 
 
(i) Mothers from ‘Stronger’ households and the impact on educational access 
All three houses included in this category were modern cement constructions. Electrical 
items, such as refrigerators and evaporative air coolers, were visible in two of these households. 
All the families owned the land on which their houses were built, which meant that they neither 
paid rent nor had temporary residence in the area. The income earners in these houses had 
stable jobs that provided an income on a regular and permanent basis.  
The implications for these financially strong households regarding education are thought-
provoking. All the mothers and fathers in this category are highly educated (8-14 years of 
education). As expected, Mona’s (Hh-88) family reaps the advantages of their financial status 
in that both her daughters do not just attend university in the main city, for they live there as 
well. It was thought provoking in that in both households 99 and 77, the mothers Ghazala and 
Fizza are constrained in providing access for their daughters’ education. Ghazala worried about 
her husband’s dislike for education and even suggested to her daughter that she should quit 
school. However, Fizza was working in order to convince her husband to allow their daughter 
education up until university level. 
(ii) Mothers from ‘Less-Strong’ households and the impact on educational access 
These families are financially stable, have a steady and stable source of income and 
own the land they live on.  The shopkeeper (Hh-50) owns his shop, the carpenter (Hh-44) has 
his own workshop and the mason (Hh-47) is a contractual labourer who has a steady source of 
income.  The family sizes vary. In house-47, the earnings are not as stable as for the shopkeeper 
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and carpenter, but the eldest son in this family is attending college. This family can afford the 
frequent transport to the city, thus indicating the strength of their financial situation. The main 
point to note here is that all the mothers in this category have aspirations for their daughters
‘ education. In Meena’s (Hh-47) family, a son already attends school and one daughter is in 
high school. 
(iii) Mothers from ‘Less weak’ households and the impact on educational access 
All the families in this category own the land on which they live. The families seemed 
to have more possessions than others, including items such as furniture. The main source of 
income in these families is casual labour and in three of the households, mothers also work 
(Hhs-49, 42 and 51).  When compared with the ‘weaker’ households, these families have more 
material possessions in the form of land and some movable household items. Three of the 
households have mud, brick and cement construction dwellings. House 51 is a mud-
construction but is equivalent in financial situation to the others in this category. The mother 
referred to herself as a ‘poor’ family, but later added, ‘I have everything now, so I have all the 
family and friends (51-V-MandD)’, This demonstrates how she perceived herself to be 
financially stable as compared to the other households in her neighbourhood. 
The mothers in this category have experienced economic turmoil that has restructured 
their lives. This manifested itself in the death of her husband in Nadira’s (Hh-51) case or a 
mother falling ill and the daughter having to assume her responsibilities for the household 
(Safia Hh-40). Expectations were not very high for mothers in this category.  
(iv) Mothers from ‘Weaker’ households and the impact on educational access 
These people’s houses are constructed with mud and bricks. There are small enclosed 
quarters constructed with mud plastered floors. The families have very few possessions, 
amongst which are beds of woven hemp. One of the families does not own the land where they 
live. The main source of income is from casual labour in the nearby brick kilns, which open 
seasonally, and the labourers have to look for daily wage work, which means that income is 
not stable. There can be days when they do not find work and thus, have to survive on 
previously earned wages.  Mothers in these families have also had to deal with major trauma, 
which has left many of their children not attending school. For some, e.g. Irum Hh-45, 
education is a luxury that they cannot afford. 
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4.4.3 Social access 
The analysis regarding social access revealed that the neighbourhood community did 
not support girls’ education. The key findings are illustrated in Table 4.8, and are explained in 
detail in the following subsections. 
Table 4.8: Social access in Virasatpur 
 
4.4.3 (a) Educational policy implementation: Awareness of policies and 
monitoring practices of the state 
  According to the participants, few government policies are functional in the area and 
those that are, are not accessible to the financially weakest families. One mother explained, 
‘You can’t even get zakat [state moderated system of charity dissemination], if you don’t have 
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somebody’s reference under your belt (Hh-49-V-MandD)’. Commenting on policies for 
educational support, another mother noted, ‘In Sargodha city government schools are giving 
Rs. Xxx [monetary] stipends as well as school uniforms and books. Here, they [the government] 
are not giving anything (Hh-49-V-MandD)’. Aside from these, no other government policies 
relating to education were mentioned by the participants. Some respondents reported that they 
were noticing a change in the educational landscape, a participant commented: ‘Sometimes 
teaching is not good, but now schools have been upgraded. New teachers have joined, and 
teaching is also getting better. Maybe the situation will change soon (Hh-40-V-MandD)’. There 
was awareness about policies in general. For example, one mother said, ‘Women here get 
Benazir Income Support [a social support programme of cash transfers named after a former 
prime minister of Pakistan, Benazir Bhutto], but I can’t get that because it is only given to 
widows (Hh-49-V-MandD)’.  
4.4.3 (b) Social norms 
(i) Community support for girls’ education 
 Most of the respondents reported that the neighbourhood community supported each 
other.  As one respondent noted, ‘My neighbours are good people and they are all my friends. 
The environment of our village is very peaceful. We get along very well and understand that 
disagreements lead to disruptions. We visit each other frequently and without hesitation (Hh-
47-V-H)’. Evident from the participant responses the neighbourhood community showed 
enthusiasm towards girls’ schooling.  One participant said, ‘Most of the neighbours are in 
favour of girls’ education, but it is not possible to get education without resources (Hh-45-V-
H)’. Many believed that a majority of the people in the neighbourhood supported girls’ 
education, ‘I think that in this neighbourhood most of the people believe that education is good 
for girls (Hh-42-V-H)’, quoted one respondent.  
(ii) Participation of women in social activities and social closeness of the community 
in the neighbourhood 
 In this village, women had an informal mechanism to meet socially in groups and 
discuss the issues of their neighbourhood. Mothers reported that by virtue of culture and the 
tradition of ‘roti’ making (bread baked at home) and Milad (celebration of the birthday of the 
Prophet Mohammad, usually marked by singing hymns), women could come together and 
develop relationships (Hhs-40, 2, 45, 48, 49, 50, 51, 99-V-H). A baker’s home is called a 
‘tandoor’ and two of the mothers in the sample were running one. During lunch women brought 
 
 124 
their dough and had it baked for a small price. This was the time that many women sat together, 
exchanged pleasantries and chatted; it acted as a women-only ‘grapevine’. Similarly, Milad is 
a celebratory event, during which the birth of the Prophet Muhammad is celebrated by singing 
hymns. This was also cited as a women-only gathering for socialising, but it only happens once 
a year, whereas ‘roti’ baking is an everyday activity.   
(iii) Social class/caste: Influence of social class/caste on household level  
The data from Virasatpur reveals a very strong separation between the socioeconomic 
classes. Caste differences were rarely mentioned in the interviews, but (economic) class 
difference was raised by many of the participants. There was apprehension regarding the few 
influential and rich residents.  Occasionally, mothers would express their distrust of the elite; 
‘the “well-off” don’t help us much. If they get any money for support, they will use that 
themselves and not give it away (Hh-48)’, said one mother. The orchards and fields were owned 
by the local elite and many villagers worked for them. The villagers were paid with a regular 
ration of grain in exchange for their labour. The villagers who worked for the elite were not 
happy, because it was claimed they were not remunerated fairly.  One mother stated, 
‘Sometimes the local ‘well-offs’ make us work on their land, but do not give us grain in return, 
so many of us don’t work (Hh-49)’. They could not work elsewhere owing to the fear of 
upsetting the elite and thus, their employment opportunities were further reduced.   
It is worth noting that the sample in this study did not include any households from the 
so-called ‘elite’ the villagers were referring to. Because the participants were purposefully 
sampled, some mothers who had received higher education (10 years of school) belonged to 
comparatively affluent families that were either small-scale landowners or held white collar 
jobs working for the elite. However, these respondents were not identified as the ‘elite’ by 
research participants from underprivileged families. Apparent from their responses, the 
respondents belonging to the underprivileged class were very dissatisfied with the local elite. 
‘Poor people are not valued here [ghareeban-di-koi-nahi-sunda]. That is the truth (Hh-49-V-
MandD)’. Some even blamed the local elite for perpetuating poverty and being responsible for 
the poor condition of the schools (Virasatpur-village-summary). As one mother mentioned, 
‘Until recently the teachers didn’t care for us [people from resource poor households] and they 
are under the influence of the elite who don’t want our children to progress (Hh-49-V-MandD)’. 
The power relations in the village can also be judged by the following statement: ‘The land on 
which we have constructed the quarters (rooms) is owned by the local ‘well-off people’, and 
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we work for them to compensate for living on their land…Ever since I was a child I have 
worked for the local ‘well-off people’ (Hh-45-V-H)’.  
After analysing the data illustrating social class, it became clear that the underprivileged 
had a more egalitarian community structure. That explains the frequent comments that their 
neighbourhood had ‘good people’, who were ‘supportive’ (Hhs-45, 47, 48, 51, 50-V-H). Some 
gave neutral views, like ‘I don’t stay in touch (Hh-44-V-H)’ and ‘they don’t bother us, because 
we don’t bother them (Hh-49-V-H)’. One of the fathers from the other data cluster mentioned 
that the neighbours were always ready to ‘help me in times of necessity (Hh-77-V-H)’.  
4.5 Profiling the Neighbourhood of Chak Sangar 
The total population of this village is 6,716 with 1,120 houses (Government of Pakistan, 
2016).  In terms of the physical profile of houses, there is a mix between mud and concrete 
architecture, with the latter being more common. Mud houses are mostly found on the outskirts 
of the village, whereas in central areas cement houses are more predominant (RA-Notes). The 
houses in the sample are mostly semi-cemented or built with concrete (Hhs-02, 09, 13, 01, 04, 
07, 14, 17 and 18, fieldnotes, village summary), only one being of a mud construction (Hh-12). 
Chak Sangar’s map and images are shown in Figures 4.5 and 4.6, to provide a general outlook 






















Figures 4.5 and 4.6: Map and pictures of Chak Sangar 
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4.5.1 Physical Access to Chak Sangar 
The analysis in Chak Sangar showed that the village community has good physical 
access to schools and colleges. The resultant findings are illustrated in Table 4.9. In the 
subsections that follow I discuss these findings in detail and also analyse the implications of 
the financial status of families regarding physical access to schools.  
4.5.1(a) Geographical location: Development based on proximity to a main city 
  The neighbourhood of sampled households from Chak Sangar is at a distance of 
approximately 12 miles from the main Sargodha city. It is hard to ascertain whether there is 
any wealth disparity in the village, because many of the houses are modern, built with 
expensive materials like cement and concrete. Among the participant households, eighty 
percent of the people own their houses, all have an electricity connection, ninety percent of the 
people have a television and mobile phone, whilst seventy percent own a motorised vehicle. 
However, in general, vehicle ownership is rare in Chak Sangar. 
4.5.1 (b) Infrastructure and facilities 
(i) Roads connecting communities to educational institutions and transport to schools  
Chak Sangar is not connected to the main Grand Trunk road but lies alongside the road 
that leads to another village which has a road that leads to the main city.  People who want to 
travel to the city from Chak Sangar go through this village to reach it. Public transport is only 
available during the day and not at night (RA-Notes). The roads running through the village 
are well-maintained, as observed by a participant (13-S-H). For transportation to schools that 
are at a distance, residents have arranged private vehicles, or for hired rickshaws and vans.  
‘My son goes on a bike and I have arranged for a rickshaw to drop my daughter off at school 
(18-S-MandD)’, says one mother. ‘Mostly children walk to school (2-S-H)’.  
(ii) Number of schools in the village and near the sampled neighbourhood 
With respect to basic facilities, the village has six schools, seven mosques, four 
madrassahs, seven medical facilities, a post office and a bank (PBS survey data). Whilst only 
two schools are located near the sample neighbourhood, there are plenty more in the village 
and nearby ones. One participant note, ‘We have all the facilities in the village (Hh-17-S-
H[FIL])’. The group of participants in the study have government and private schools within 
the neighbourhood (Hhs-01-M, 12-M and H and 13, 14, 17, 18, 02-H). The girls’ school is now 
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up to year 14 and the boys school to year 12 (13-S-H). As also observed in the two 
neighbourhoods from the other villages, formal schools are preferred by parents. A participant 
confirms, ‘Most of the people send their children to schools, rather than a madrassah (Hh-17-
S-H[FIL])’. 
4.5.1 I Provision of education 
(i) Quality of education offered 
Overall, the literacy rate in the village is higher than for both the other villages included 
in the sample and a trend towards higher education would appear to be very strong. Many 
participants proudly proclaimed that the village had produced more than fifty practising doctors, 
who were employed in various hospitals in the country (RA-Notes). Some even named their 
village as ‘The village of doctors’ (male RA-Fieldnotes). Reflecting on the literacy rate of the 
village, more than ninety percent of the fathers in the sample had received some form of 
education (Hhs-01, 02, 04, 07, 09, 13, 14, 17 and 18). 
The participants were satisfied with the quality of education maintained at the schools: 
‘Schools in our village are very good. Both private and public schools are providing good 
quality education. Our village is safe. We do not feel insecure when sending our daughters to 
school (Hh-1-S-H)’. The daughters in this family attended the government school. Many 
interviewees were content with the quality of teaching in the schools (Hhs-12, 13, 17 and 18). 
Some mentioned that both public and private schools were accessible, thus suggesting that 
there were no substantive barriers to school access.   
 (ii) Employment opportunities after education 
In Chak Sangar, the majority of the people are engaged in farming activities. The people 
living in the central areas of the village are farmers and landlords, whilst on the outskirts of the 
village, most of the people are manual labourers. The sample from this village has a selection 
of people in various professions. Seven of the male participants (N=10) are engaged in manual 
labour (Hhs-04, 07, 09, 12, 14, 17 and 18-S-H), whilst the rest comprise a teacher, landowner 
and a shopkeeper (Hh-2, 1 and 13-S-H). Women pursue jobs such as housekeepers, running 
small businesses or are engaged in public service delivery (Hh-12, 13 and 18-S-M and D, 
respectively). In Chak Sangar, physical mobility for women in the Muslim households appears 
to be limited. However, on further analysis it appears that poverty overlaps with the cultural 
restraints regarding the physical mobility of women. As observed in the sample, in wealthier 
families women take care of household responsibilities and are confined to their homes (Hhs-
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1 and 2-S-H), whereas in poorer ones, where survival depends on the number of workers in the 
family, physical mobility for mothers is less of an issue (Hh-12-S-H).  
4.5.2 Economic Access 
In this subsection, economic access with respect to mothers’ financial situation and its 
implications for education is discussed. 
4.5.2 (a) The financial status of the households and its impact on educational access 
  As part of this analysis, the households from Chak Sangar have been grouped into four 
categories according to their financial status. The resultant categories are given in Table 4.10. 
In the later subsections I discuss these categories in detail and the implications for access to 
education for girls.  
Table 4.10: Financial status categories for Chak Sangar 
Financial status categories for Chak Sangar 
Financially strong Stronger Hhs-1 and 2 
 Less strong Hhs-18 and 14 
Financially weak Less weak Hhs-13, 17 and 04 
 Weaker Hhs-12, 07 and 09 
 
(i) Mothers from ‘Stronger’ households and the impact on educational access 
Household numbers 1 and 2 were placed in the‘stronger’financial category, because 
both the families own agricultural land that brings in additional income and one also owns 
cattle (Hh-1). Both the families have multiple wage-earners and do not pay rent. In households 
1 and 2, indicators, such as appearance of the house (cement and heavily resourced) and type 
of employment (businessman, Hh-1; white collar job, Hh-2), suggest a very strong financial 
standing. For the mothers in this category education was a given and like mothers in the 
stronger category in Chak Sangar, income did not appear to be a determinant of this. 
(ii) Mothers from ‘Less-Strong’ households and the impact on educational access 
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Households number 14 and 18 were included in the ‘less-strong’ financial category. 
This distinction was made based on the information that both families do not have an additional 
source of income. People in household 14 do not own their house. Both these families have 
multiple wage earners. One family owns a carpet setting business and another family member 
is learning a trade (Hh-14). This family perceives itself to be financially strong. The other 
household in this group (Hh-18) has two wage-earners, these being the mother and her husband. 
The husband works abroad, and the mother has a government job, which means she has benefits, 
such as a pension. The nature of jobs performed by family members in both households is such 
that they produce a stable income. For these mothers, the daughter’s choice of school was 
important. For example, Zakia’s (Hh-18) daughter wanted to go to a different school, which 
was at a distance, so she arranged for a private rickshaw (three-wheeled car) for transportation.  
 
(iii) Mothers from ‘Less weak’ households and the impact on educational access 
Household numbers 13, 17 and 4 were placed in the less-weak category. The 
distinguishing difference is that all three families are businesses-owners, which means that 
their income is stable and consistent. One head of household (Hh-13) is a shop keeper and that 
person in household 17 owns a woodwork shop but is employed abroad. Secondly, all three 
houses are constructed with strong materials, such as cement and concrete. The families have 
more possessions than many in other groups and have at least two members bringing a stable 
income into the house.  
This was another interesting category because the families did not aspire for their daughters to 
gain a higher education. One mother Nusrat (Hh-04) did not allow her daughter to choose 
science subjects, because she did not think she could afford the private tuition required for such 
subjects.  
(iv) Mothers from ‘Weaker’ households and the impact on educational access 
Households No 12, 7 and 9 were included in the ‘weaker’ category. Note that, whilst 
these houses are included in the weaker category, this position is relative to the other houses in 
this particular neighbourhood. So, a weaker house in Virasatpur may not be similar to one in 
Chak Sangar. All three houses in this category are built from a mix of mud and brick, with the 
families having very few possessions. One family has a very small living area, comprising one 
small space, which does not accommodate all the family members. In all three households, 
wage-earners are employed in daily wage work, which means the income of the house is not 
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consistent. There can be days when the household head does not find work and the family is 
without an income. One of the families (Hh-12) pays rent. In two of these households, multiple 
family members are employed; husband, wife and daughters or sons (Hhs-12 and 9), because 
the families are large (10 and 6 members). Like mothers from the weaker category in other 
villages, these ones have to work hard to earn a living.   
4.5.3 Social Access 
Regarding social access, it was found that this was greater in the village because the 
neighbourhood community did not resist education. This could be deduced from the 
observation that higher education was more common in the neighbourhood. I have illustrated 





Table 4.11: Social access in Chak Sangar 








• Awareness of policies 
and monitoring 
practices of the state 
• Moderate reach of educational 
policies and other programmes 
Social Norms 
 
• Community support 
for girls’ education 
• Participation of 
women in social 
activities and social 
closeness of the 
community in the 
neighbourhood 
• Generally supportive of girls’ 
education, but not of women’s 
employment 
• Less social connectedness of 
women within the society 
Social 
class/caste 
• Influence of social 
class/caste at the 
household level 
• Classes/castes politically active, 
but no influence at the 
household level was detected  
 
4.5.3 (a) Educational policy implementation: Awareness of policies and 
monitoring practices of the state 
  Some government policies can be seen to have been implemented in public service 
delivery institutions. To give a few examples, schools have been upgraded in an attempt to 
improve access. One participant confirms this by commenting, ‘XXX [names a political party] 
has improved accountability (13-S-H)’. The school buildings are secure and have ‘toilets and 
electricity’ etc. (Hh-18-S-So). Commenting on this recent change another participant states. 
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Until recently the schools did not even have basic facilities (Hh-17-S-MandD)’. Another 
participant confirmed that schoolbooks and scholarships have also been distributed recently in 
government schools (Hh-18-S-H[FIL]). One of the daughters, who is a student comments, ‘The 
school has improved a lot. We now have ‘specialist’ teachers for sciences (Hh-17-S-D)’. With 
regard to other social support programmes, some participants speak about the land allotment 
scheme of the previous government, where land measuring 151 square yards was given to 
residents who did not own homes (Hh-13-S-H, RA-Notes).  
4.5.3 (b) Social Norms 
(i) Community support for girls’ education 
Most participants commented that the village community is ‘cooperative’, with ‘good 
people’, who ‘do not interfere with others’ concerns’ (Hhs-13, 18, 2, 4-S). However, one 
mother felt that her immediate neighbours were ‘the jealous sort’ (Hh-14-S-MandD) and ‘not 
too cooperative’ (Hh-12-S-M). It is apparent from these responses that people hold different 
opinions about their neighbourhood based on their personal experiences. For example, in case 
of household 14, the next-door neighbours were not cooperative. Regarding girls’ education 
many participants agreed that the village neighbourhood was supportive (Hhs-18, 2, 17, 14, 13 
and 12-S).  
(ii) Participation of women in social cohesiveness and social closeness of the 
community in the neighbourhood 
The female participants did not mention any places where women could hold 
discussions and share their issues/problems. However, male participants had a formal ‘dera’ 
arrangement, where they met with each other to discuss matters related with the village and 
society. The participant mothers who belonged to the less privileged group were aware of the 
‘bread baking’ tradition for women’s socialising but stated that they did not have such an 
arrangement in their village. Many commented that there were very few opportunities for 
women to socialise (Hhs-01, 12, 13 and 14-S).  
(iv) Social class/caste: Influence of social class/caste on household level 
In Chak Sangar the mention of caste hardly appeared in the conversations. However, 
some participants mentioned that two castes dominated politics in the village (RA-fieldnotes). 
There was a conflict between the residents from the two castes to gain political power (RA-
Notes); however, the repercussions of this were not noted in the participant responses at a 
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household level. It could be reasonably hypothesised that the political groups did not have any 
influence on family-related matters of participants. 
Social class based on economic differences appeared occasionally when respondents spoke 
about the lack of resources (Hhs-12, 9, 12-S). I noticed that one of the participants interviewed 
worked as a housekeeper for another participant in the same sample (Hhs-12-S, 01-S). The 
majority of residents were of two castes the political influence of which was noticeable. The 
village community was unequal with respect to caste, class and wealth, but formed alliances in 
terms of groups that were similar to their economic status.  
4.6 Comparative Analysis Across the Three Village Neighbourhood Sites  
Drawing on the individual analysis of the village neighbourhood, this section provides 
a comparison across the three research sites. In this chapter, the village-level environmental 
and social factors related to girls’ access to education have been investigated (see village 
neighbourhood comparisons for these factors in Tables 4.12 and 4.13). The analysis regarding 
the financial situation discussed in the previous text has been used to describe how it affects 
the daughters’ access to education. For example, from the perspective of resources and the 
support (or the lack thereof) from the village community for girls’ education (see grouping 








Table 4.12: Collated findings of physical access for all three village neighbourhoods 
Categories Grouping 
Criteria 
Details Findings Chak 
Ameeran 





• Visible (structural) 
development the 
proximity of a 
main city 
• Situated close to a 
main city. Is more 
urban in outlook with 
more cement 
constructions 
• Situated more than 50 km 
away from the city. Rural 
appearance with mud and 
wood constructions 
• Situated close to the main city (20 
km away). Is more urban in 










• Number of schools 
near the village 
community 
• Easy access to schools 
• Direct access by a 
main road (GT) 
• 24-house access to 
transport: public and 
private 
• Two schools, one 
state owned (up to 
year 10) and one 
• Difficulty in accessing 
schools 
• No direct access to major 
connecting road 
• Very limited; only day-time 
access to public transport 
• Little choice in type of 
school 
• Easy access to schools 
• No direct access to major 
road, but access available 
from a nearby village 
• 12-hour (daytime) access to 
transport: public and private  
• Two state owned boys and 
girls higher secondary school/ 





access to good schools within 









• Schools are well 
known for good 
quality education 
• Ample employment 
opportunities for men 
and women 
• Malfunctioning schools with 
a recent improvement in 
educational quality 
• Scarce employment 
opportunities for men and 
women 
• Good quality schools 
• Ample employment opportunities 











Table 4.13: Collated findings of social access for all three village neighbourhoods 
Categories Grouping 
Criteria 
Details Findings Chak 
Ameeran 
Findings Virasatpur Findings Chak Sangar 
Social Access Educational 
policy 
implementation 
• Public awareness 
of policies and 
monitoring 
practices of the 
state 
• Good reach of 
educational policies 




• Very limited reach of 
educational policies. Recent 
improvement in state 
accountability of schools 
• Moderate reach of educational 
policies and other programmes 
Social norms • Community 
support for girls’ 
education 
• Participation of 
women in social 
activities and 
social cohesion of 
the community in 
the neighbourhood 
• Generally supportive 
of girls’ education 
• Less social cohesion 
of women within the 
neighbourhood 
• Community supports 
girls’ education 
• Traditional forms of 
socialising exist. For 
example, meeting for 
baking bread, weddings 
etc 
• Generally supportive 
towards girls’ education, but 
not regarding women’s 
employment  
• Less social connectedness of 




• Social cohesion in the 
neighbourhood 
community 
Social class • Reported 
influence of social 
class/ caste on 
household level 
•  
• Class/ caste 
differences are weak 
• Class hierarchies 
(oppressive) 
• Social distance between the 
rich and the poor 
• Class/caste politically active, but 
no influence at the household 
level 




The tables above provide a comparison between the three village communities included 
in the study. The geographical location of the village with respect to the distance from the main 
city is a marker of development. Chak Ameeran and Sangar are located near a main city, which 
means that facilities, such as multiple types of school, are easily available. The same cannot be 
said about Virasatpur. Here, the nearest school is at a distance and thus, the children can only 
attend, if they have the means of transport or have an older person who can accompany them 
to school. It is quite apparent that the physical safety of daughters outside of the school is of 
great concern to parents. This indicates that educational access is reduced for girls in isolated 
communities, where schools are placed further away. A solution to the issue of distance is to 
have access to public transport and roads leading to main cities. This adds extra cost to 
schooling for girls but provides them with an option. As can be seen in Table 4.12, Chak 
Ameeran and Sangar have easy access to schools and greater opportunities for transport than 
Virasatpur. Chak Sangar and Ameeran also have schools provide high quality education. It is 
interesting to note that employment opportunities are ample in both these villages. It is hard to 
concluded emphatically that employment opportunities drive the growth of schools, but there 
seems to be a connection between location near a developed city and the prevalence of schools 
in greater numbers. Virasatpur is disadvantaged in this regard. With respect to educational 
opportunities it can be concluded that the mothers living in Virasatpur face greater barriers to 
providing education to their daughters. However, as will be discussed in the later parts of the 
thesis, physical access is not the only predictor of increased education for girls, for social 
factors also act in subtle ways to create or break educational barriers for girls.  
One of the ways to ascertain the level of involvement of the state in the educational 
sector of an area is to investigate whether the schools are being regularly monitored. It is 
apparent that in Chak Ameeran participants showed a keen awareness of evolving educational 
policies. They reported that representatives from the Ministry of Education regularly visited 
the schools, which ensured that the school staff maintained their level of performance. 
Participants in Chak Sangar did not report such engagement, but occasional visits from the 
ministry did occur and people were generally aware of the educational policies. Virasatpur is 
unique amongst these villages with a history of malfunctioning schools, but there has been a 
recent influx of state monitoring teams. This can be linked with the educational policy reforms, 
which have been underway since 2009 and are gradually reaching rural areas. It is evident that 
Chak Ameeran and Sangar are at an advantage, because they have more schools, which are 
easily accessible. Whilst Virasatpur lags behind, it appears to be experiencing a recent change 
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with efforts being made by the government to improve school quality. In all three village 
communities, people were supportive of education regardless of the level of school availability. 
Community perceptions are likely to influence mothers’ efforts in neighbourhoods that are 
closely connected socially. In Chak Sangar and Chak Ameeran, the residents are more isolated 
from community life. For example, unlike traditional villages in Pakistan which are known for 
the closeness within the community, people in these villages are not so linked. Virasatpur is 
different in this regard, where there are informal gatherings, like baking bread at lunchtimes. 












Figure 4.7: Women’s gathering for the daily bread baking activity (the faces of those 
who requested not to be identified are covered)  
Socialisation between community members shapes the daughters’ educational 
achievements according to the perceptions of the community. This has been discussed in detail 
in the sections detailing social access to education for daughters). Since people supported 
education this was not likely to become a problem in Virasatpur.  
4.7 Concluding Remarks 
In conclusion it is evident from the analysis in this chapter that, of the three villages 
included in my study, mothers living in Chak Ameeran and Chak Sangar are at an advantage, 
with better access physically and socially to education, whilst Virasatpur is not at a 
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disadvantage. This sets the scene for the rest of the thesis in which I will discuss the collective 
and individual dynamics of the participant mothers. The detailed mapping of the village 
neighbourhoods makes it possible to understand the variations in difficulties that mothers 
belonging to these villages are likely to encounter. The contribution of this chapter has been to 
set a comparative benchmark of the external barriers for mothers in the three neighbourhoods. 
For example, while comparing a mother from Virasatpur with one from Chak Ameeran, it is 
likely that the former will face greater barriers in supporting her daughters’ education. The 
environmental and village-level social factors present a mapping of the households with respect 
to girls’ access to education; however, they do not construct an individual-level profile of how 
the mothers negotiate access for their daughters’ education. These individual-level explorations 






Exploring Beyond Mothers’ Personal Education and their Contributions to Household 
Decision-making: Mothers and their Aspirations 
Introduction  
In this chapter I aim to fulfil two objectives. Firstly, through the findings from thematic 
analysis I show how a descriptive quantitative type approach in which mothers’ education and 
their decision-making power may be taken as a category of difference does not hold for the 
participants in the sample when a qualitative analysis is undertaken. Secondly, for further 
exploration after a thorough analysis of mothers’ educational aspirations for their daughters, I 
show how seemingly gendered aspirations of mothers have a transformative intent. Regarding 
both of these notions there are two key points that I will take further in the rest of the chapters. 
The first is that a closer analysis of the situation of mothers, including their physical placement 
in their village (analysis from Chapter 4) and their social relationships within their families are 
a crucial part of understanding their efforts.  Such findings are often documented in studies on 
parental aspirations. Secondly, drawing on these conversion factors (village and household 
relationships), mothers aspire and even when their aspirations are seemingly gendered, they 
hold a transformative potential. The questions that will lead the analysis for this chapter are: 
How is mothers’ education and their participation in decision-making related to their 
daughters’ schooling status?  How do the twin notions of mothers’ aspirations and actions 
help in creating a nuanced understanding of mothers’ efforts for their daughters’ 
education?  
This chapter is divided into three sections (I, II and III). In the first, I develop the 
argument that taking mothers’ education and their decision-making is the initial step in creating 
an in-depth understanding.  In this part, therefore, I explore mothers’ education and decision-
making and its relationship with their daughters’ education in greater depth. In the second part, 
I propose that the twin notions of mothers’ aspirations and actions provide the depth with 
which mothers influence their daughters’ education and this is explored in detail. In the final 
part, I apply the ideas from the previous analysis to investigate how these notions connect 
together. To achieve this, I draw upon the stories of two mothers and show how a more nuanced 
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understanding of the relationship between mothers and their daughters’ education can be 
reached.  
5.1 Insights from across the dataset  
In this section I discuss insights from across the dataset and locate the findings within 
broader debates in the literature. Among the mothers who had received five years of education 
or more, 12 (out of 15) had daughters that were currently enrolled in school. In this group none 
of their daughters had either dropped out from school or was not enrolled. On the other hand, 
of the mothers who had just a few years of education (less than 5 years) or had never attended 
school, the overwhelming majority of 13 (in a total of 15 mothers in the group) had daughters 
who were currently enrolled in school. However, five had daughters that had dropped out from 
school for various reasons and there were three that had never been enrolled. One of the striking 
things about these numbers is that, regardless of the educational level of the mothers, the 
majority of them have daughters currently enrolled in school. This is complicated further when 
some contextual information is included about why some daughters drop out from school or 
have never had the opportunity to enrol.  Such observations although insightful are possible 
only in small sample size studies. As discussed in Chapter 2, more generally large-scale studies 
simply conclude that greater education of mothers translates into better educational outcomes 
for their daughters (For example, Stromquist, 1989; King & Hill, 1997; Durant & Sathar, 2000; 
Sabates et al., 2011 & 2013 among many others).  
With respect to decision making power, quite a few mothers who had more education 
(5 to 10 years) and fully participated in decision making had their daughters enrolled in school 
(9 mothers), whilst others with less education (0 to 4 years) also had quite a few daughters 
enrolled (6 mothers). It is interesting to note that there were some daughters of mothers who 
had greater decision-making power in their family who had dropped out from school (9 
mothers). This finding too stands in contrast with studies on decision making and autonomy 
that show a higher likelihood of daughters enrolled in school, if their mothers have greater 
decision-making power (For example, Abrar-ul-Haq et al., 2017; Blumberg, 2007). Through 
these findings I do not aim to challenge large scale quantitative studies, but instead, make a 
point that many others have made: that socioeconomic (Sharma & Wotipka, 2019) and socio-
cultural aspects (Hussain, 2020) require consideration when seeking to understand how 
mothers support their daughters’ education and what cultural meanings are at play behind their 
efforts.  This then leads to the need for a deeper exploration of the meaning making that allows 
mothers to imagine pathways of support.  
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The next piece of analysis for this chapter probes the aspirations that mothers have for 
their daughters’ education and the multiple ways in which they try to enact them. In the overall 
sample, a majority of mothers (22/30) had some educational aspirations for their daughters. A 
few (8/30) either explicitly said they had no aspirations for their daughters and that this was a 
luxury they could not afford, or they did not engage in any conversation that would show their 
aspirations. It is striking how despite these mothers belonging to three village communities 
with different characteristics, they all had social (household related or village level access 
related) and economic challenges (belonged to the within village financially weak category). 
This rings true with Appadurai’s (2004) proposition that the capacity to aspire is often absent 
for the poor. He also argues that the ‘navigational capacity’ of people disadvantaged on multiple 
fronts is weaker than the privileged, but this capacity can be expanded. This reflects deeply the 
cultural and social dimensions of material poverty within which people are positioned (Hart, 
2016). However, another aspect of a kind of transformation in aspirations within challenging 
contexts is revealed in the analysis.  
This aspect of transformation is visible through a closer analysis of gendered (7/22) 
aspirations and those that signal a desire for independence through education for their 
daughters (20/22). The numbers show that there is an overlap between the different categories, 
meaning that a majority of the mothers who had gendered aspirations also revealed a desire for 
their daughters to have freedom from dependence on others or to have a choice to lead a better 
life.  This contradiction between wanting to complete school and marry, found global, social 
and cultural narratives and has also been recorded for young girls in Senegal (Newman, 2020). 
This provides an interesting base to conduct further in-depth analysis of relationships to explore 
what this means for mothers in terms of their perceived value of education.  
I achieved this by conducting an in-depth analysis of the contributions of some of the 
mothers from the sample who shared both gendered as well as transformative aspirations for 
their daughters. Gendered aspirations have been recorded in the work of some scholars for 
mothers (Sharma & Wotipka, 2018) as well as fathers (Purewal & Hashmi, 2014). Some of 
these findings align with literature that reveals that mothers imagine futures for their daughters 
that are different from the ones they themselves had (Sharma & Wotipka, 2018). In other words, 
they aim to use gendered forms of symbolism to ‘culturally authorize their daughters as 
legitimate actors in (and through) the field of education’ (Hussain, 2020, p. 3). As mentioned 
in Chapter 2, because of the rural location of the mothers in the sample in comparison with 
those in urban settlements these mothers will be subject to gendered constraints to a greater 
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degree. In this regard, parallels can also be drawn with the work on the relationship between 
aspirations (DeJaeghere, 2018 & 2020; Conradie & Robeyns, 2013, Conradie, 2013), agency 
and structural constraints (Unterhalter & Conradie, 2019; Unterhalter, 2017 & 2018) (see 
detailed discussion in Section 2.6). The wealth of literature on aspirations, agency and 
structural constraints provides many ways to extend this investigation and create insights into 
the pathways through which mothers keep the ability to dream and enact their aspirations for 
their daughters. 
I. Exploring the Relationship between Mothers’ Education and/or Greater Participation 
in Decision-making and their Daughters’ School Status 
In this part, I will identify how the participant mothers’ education and/or decision-
making are sometimes not related to their daughters’ education. This responds to the first part 
of the second research sub-question: How are mothers’ education and their participation in 
decision-making related to their daughters’ schooling status? To address this, I plot the 
daughters’ school status (currently enrolled in school, dropped out, never enrolled in school) 
with respect to: firstly, mothers’ education and secondly, their level of participation in 
household decisions.  For each plotting arrangement, I discuss any anomalous cases and show 
that other exploratory notions are required to make sense of these. Using these results as the 
foundation, I later show that notions such as mothers’ aspirations and actions to support their 
daughters’ education are essential in understanding the former’s efforts.  
5.2 Understanding Mothers’ Education and its Relationship with their Daughters’ 
School Status  
In figure 5.1, I have mapped mothers and daughters in the sample with respect to their 
education. This categorising has been undertaken to facilitate the selection of cases for further 
in-depth analysis.  That is, it supports the identification of critical cases for a nuanced 


















Figure 5.1: Mothers’ education levels and daughters’ education status 
*Anomalous cases have been encircled 
A cursory view of the diagram shows that, in the sample a majority (13 of the 17 
mothers who have five or more years of education (green section in graph, top row) have their 
daughters enrolled in school. However, a detailed viewing of the figure also reveals that the 
same number of mothers who have no education or less than five years (orange section in graph, 
top row) also have their daughters enrolled in school. This is true even for mothers in Virasatpur, 
the village that in comparison with the rest of the sampled villages (as discussed in Chapter 
four) has the most challenging economic and social conversion factors.   
Moreover, it is clear that all the daughters who have either dropped out from school or 
have never been enrolled are from Virasatpur too. One explanation could be that reduced access 
to education for mothers translates into limited opportunities for girls. To illustrate this point 
further we can see that the mother from Hh-48 has daughters within each of the three school 
statuses. This could suggest that the daughters were only enrolled in school when the family 
was able to afford it (encircled in red).  Furthermore, none of these mothers are financially 
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strong. The issues of physical accessibility of schools and financial deprivation are known 
determinants for low school enrolments, especially for girls (Arif et al., 1999). Clearly, such 
issues would hinder the efforts of family heads, male and female alike, to provide education to 
their children. From this sample, regarding access constraints on families, it would appear that 
the daughters of mothers who have not attended school have similar enrolment patterns to those 
who have.  
I identify two mothers Huma (Hh-31) and Bushra (Hh-37) (both encircled in blue), 
from the two different groups of mothers who have and have not attended school and whose 
daughters are both in school. Both live in Chak Ameeran, which has good and affordable 
schools. Huma studied in school for 10 years, the highest level of education in the sample and 
thus, is highly educated, whilst Bushra has never attended school. The situations of both these 
mothers with respect to their daughters’ education look similar but are quite different upon 
further investigation. For example, both their daughters would like to become doctors, but 
because of an unsupportive head of household, Huma’s daughters’ options are very limited. It 
would be expected that mothers who have received education would have their daughters’ 
enrolled in school (or complete their education cycle), whilst those without it would be less 
likely to do so. However, Bushra, with no education, is able to support her daughter, while 
Huma has limited options to do so (these cases are discussed in detail in Chapter 7).  In 
discussing such examples, I aim to bring to light the cases that are not representative of the 
findings of other studies.  
5.3 Understanding Mothers’ Participation in Household Decisions and their Daughters’ 
School Status. 
In addition to mothers’ education, the second important factor is mothers’ participation 
in household decision-making and its relationship with their daughters’ education status. In the 
following subsections, firstly, I will explain the process of mothers’ participation in household 
decisions. Secondly, I will assess its influence on their daughters’ school status. 
5.3.1 Assessing Mothers’ Participation in Household Decision-Making  
It is acknowledged that decision-making power is complex and simply by assessing 
mothers’ participation in household decision-making, a confident claim cannot be made 
because different types of decisions are taken at particular times under specific circumstances 
and may produce different outcomes (critique presented by Shove, 1993. However, in 
agreement with previous studies I am able to find evidence of mothers’ authority in their 
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families (Abrar-ul-haq, Jali, and Islam, 2017; Duflo, 2012b; Syed, 2009; Thomas, 1993). To 
further support my understanding of mothers’ power, alongside decision-making. I also 
explored their level of control over the family income, which is considered as another indicator 
of women’s power (Tornqvist and Schmitz, 2009; Golla et al., 2011). I compare the findings 
from both these analyses to see if the categories for mothers’ participation in household 
decisions (on a scale of greater to lesser participation) are consistent with those of control over 
the household finances.  
Firstly, the analysis for participation in decision-making produced three thematic 
categories: (i) mothers who are able to participate in small and big decisions (ii) participation 




Table 5.1: Themes and quotes for mothers’ participation in decision-making 
Theme Description Mothers included 
in the category 
Quotes from the data 
Mothers who 
are able to 
participate 




related as well 
as big, vehicle 
or land purchase 
decisions 
Mothers from Hh-
Numbers: 02, 04, 
07, 09, 12, 13, 14, 
18, 22, 25, 26, 29, 
33, 37, 40, 42, 45, 
48, 51 and 99 
‘I use some [earnings] for home. 
Sometimes I give it to my husband 
to spend on the cattle. I buy clothes 
and other things of use for my 
children, but I always discuss with 
my husband before doing 
anything… I needed a fridge for 
the house, so I told my husband 
and he asked somebody to get it 
right away, so now we have it’ 











relating to what 
to cook etc. 
Mothers from Hh-
Numbers: 50 and 
77 
‘He [my husband] does whatever 
pleases him… You know that 
when one gets insistent with such 
matters, arguments occur, and 
fights start between spouses…in 
some matters my husband agrees 
too, because he knows that I will 




in small or 
big decisions 
Mothers who 
are unable to 
participate in 
any kind of 
decisions in the 
family 
Mothers from Hh-
Numbers: 01, 17, 
23, 31, 44, 47, 49 
and 88 
‘My brothers-in-law do it [decide]. 
Everything is done together. The 
father does not do anything by 
himself. Even if my daughters need 
anything, they ask their uncles’ 




Secondly, the analysis for the control on income produced four categories; mothers: (i) 
who control all income, (ii) who control their own earnings, (iii) who are given money to spend 
and lastly, those, (iv) who have no-control over finances (themes and quotes in Table 5.2).  
Table 5.2: Themes and quotes for control over finances 
Theme Description Mothers included 
in the category 











Numbers: 07, 09, 
18, 37, 42, 45 and 
51) 
‘For five years, I have taken the responsibility 
for the house and even outside. When my 
husband was here… I didn’t even know where 
the grocery store was when my husband used 
to be here. Now that he has gone away, I take 
care of the house and family relationships too 











Numbers: 04, 12, 
13, 25, 29 and 77 
‘A: Do you spend that [your earned] money on 
your own?’ M: ‘Yes, I use it to buy things for 
the children. I spend it with my own happiness; 











Numbers: 01, 02, 
14, 22, 33, 40, 44, 
47, 48 and 99 
‘When my husband comes home, he brings 
what he can. When we need something, I tell 
him, he gives me the money and I bring it. If 
it’s something small, I send my son to fetch it 









Numbers: 49, 50 
and 88 
‘My husband has never given me any spending 
since the day I was married. He is so strict 




Comparison of the categories from these two separate analyses reveal that participation 
in decision-making analysis aligns with control over income. For example, mothers who 
participated in small and big decisions were also the ones who had complete control over 
income. Given this finding showed similar patterns to the ‘control over income’ category, the 
analysis for control over decision-making was retained for further analysis (for detailed 
analysis see Appendix 5.1).  
Sometimes mothers who are earning an income neither have any control over the 
expenditure of their income or in household decision-making and this holds true in other cases. 
In what follows, I therefore use the term decision-making to represent both aspects and 
investigate the relationship with the daughters’ education status.  
5.3.2 Mothers’ participation in decision-making and the relationship with daughters’ 
education status 
 The findings for the mothers’ participation in decision-making and the relationship 
















Figure 5.2: Mothers participation in decision-making and daughters’ education 
status 
*Anomalous cases are encircled 
**Some mothers have more than one type of control over income, so the numbers do not add up to 30 
***Vertical divisions within each block (participation levels of mothers; orange, blue and green blocks) are separated 
according to mothers who have received education and those who have not (or less than 5 years) 
As illustrated in figure 5.2, I will show with the help of the data that the relationship 
between mothers’ decision-making and their daughters’ education is not straightforward. This 
can be evidenced through instances where mothers who participate fully in household decisions 
have their daughters enrolled in school (see green sections, top row), whilst at the same time 
daughters who have dropped out of school (green sections, middle row).  
Existing literature makes some connections between mothers’ education, their 
decision-making power and their daughters’ access to education. The first connection, as 
discussed previously, suggests that daughters of mothers who have received education are more 
likely to be enrolled in school. Secondly, women’s empowerment studies make the connection 
that women with education are likely to have greater decision-making power or autonomy in 
their family. Lastly, in continuation of this argument others suggest that when mothers have 
greater decision-making power in the family children’s educational prospects improve (see 
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Chapter 2 for details). Thus, taking this learning forward, in the following section I discuss in 
greater detail the instances where these assumptions are challenged in the data.  
Looking at the above diagram, it is evident that a number of mothers (9) whose 
daughters are enrolled in school have little or no formal education and are participating in small 
and big decisions in the family. Some (5 out of 15) mothers who have attended school are 
unable to participate in household decisions at all (see orange section top right). These findings 
are important, because they help in identifying cases where the proposition discussed 
previously does not hold. To will elaborate on this further, I discuss the case of a Mona (Hh-
88), who did attend school, but is unable to participate in any kind of decisions and Hina (Hh-
33), who did not attend school, but does have control over small and big decisions in the family 
(see encircled cases in figure 5.3).  
Mona (Hh-88) completed ten years of school, which is the highest level of education in 
the sample. She belongs to an affluent family and lives in the village Virasatpur, where greater 
resources are required to provide education to girls. Even though access is limited in the village 
her family has the resources to afford higher education. This is evident from the fact that both 
of her daughters, study and live at their university accommodation in the city. Hina (Hh-33), 
on the other hand, belongs to an economically weak family in Chak Ameeran, a village in 
which access to higher education is better than the other villages (see Chapter Four). These 
examples demonstrate the complexities that arise in the lives of mothers as they navigate 
through social relationships, which I will elaborate upon more in the next chapter. Here, by 
chronicling the lives of Mona and Hina I will unveil the complexities faced when trying to 
ascertain whether mothers’ support for their daughters’ education is related to having a greater 
(or lesser) influence in household decision-making.  
As soon as I entered Mona’s house, I could sense that the family was affluent. In a 
village where many of the houses had mud plastered floors, this had cement walls and floors. 
A car was parked outside the house, but Mona was not home when I arrived, so her daughter 
Maleeha showed me in. After seating me comfortably in their living room, Maleeha told me 
that she and her younger sister studied and boarded at the university in the main city. She was 
not sure what she wanted to do in the future. Maleeha quoted her father Mubarik many times 
when she spoke about her education. Mubarik had a bachelor’s degree (14 years of school) and 
was teaching at a local government-owned school. During our conversation Maleeha said,  
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‘My abbu [father] says that it is better to be financially independent. You know that 
most of the fights between husband and wife are because husbands do not give a living 
stipend to wives. My father thinks that it is better to be educated so that a girl can earn 
by herself and not rely on her husband’s earnings’. 
Mona arrived and I soon realised that there was a contrast between her daughter’s 
perception of the father’s beliefs and his treatment of Mona. This was evident when she claimed 
that Mubarik had never given her an allowance in the twenty-three years that they had been 
married.  She held a secondary school certificate and a diploma, but he did not allow her to 
work. She was financially dependent on Mubarik, who did most of the household grocery 
shopping. Mona said that her family lived some way away, and she did not have enough money 
to travel and visit them. Ironically, this was the exact predicament that Mubarik wanted his 
daughters to avoid. Mona talked about when Mubarik had sent a marriage proposal to her 
family. Her father had recently passed away and her mother was very ill. Her mother had 
realised that after her death Mona would depend on her stepbrother and therefore, decided to 
give her approval for the marriage to Mubarik.  
Apparently, Mona has all the resources required for an empowered and free life; her 
family is wealthy, she has an education and lives in a small nuclear family. In closely knit 
societies, such as those in some parts of rural Pakistan, living in a joint family would mean 
both families participating in key household decisions (Kadir et al., 2003a and b), whilst in 
nuclear family structures, in the absence of co-residing elders, the mother would be expected 
to have more control over household decisions (Anwar et al., 2013). However, even though 
Mona lives in a nuclear family, she lacks the basic freedoms to fulfil her needs. This is quite 
obvious from Mona’s comment, ‘my husband has never given me any spending since the day 
I was married. He is so strict (repeats)...You know that there are a hundred things needed in the 
house. Whenever I ask for money, that day we have a fight’. In her own way, Mona resists the 
social arrangements that deprive her. Since she was married 23 years ago, she has argued with 
her husband for her right to economic freedom. She explains how difficult it is to ask for money 
and make a case, if something needs to be purchased. Mona’s resistance shows results in other 
decisions, such as her ability to enforce her opinion with regards to marriage proposals for 
Maleeha. Seemingly unhappy in her own marriage, she takes marriage for her daughters very 
seriously. Education is something both the spouses agree on, so the daughters attend university, 
but if this were not the case, Mona would quite possibly be unable to persuade her husband to 
send her daughters there.  
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For Mona, wealth and the family name should be positive aspects of her life, but in fact, 
hinder her from achieving economic empowerment.  Mona says, ‘Poor women can do manual 
labour, working in the fields or in other people’s homes. It is harder for landowners’ women to 
work because of the social stigma. They are not even allowed to work. There is a name attached 
with them and so they cannot engage in manual labour’. The situations of these mothers make 
it apparent that a unique combination of complexities appear and disappear, as mothers attempt 
to and eventually achieve their aspirations.  The journey for Mona differs significantly from 
that of Hina. 
Hina hails from a very poor family, has never attended school and remembers much of 
her childhood helping her mother working at the village elder’s residence. She lived with her 
brother-in-law and his family. Her husband operated a vegetable stall at the village market and 
brought produce from the farm every day. She washed and organised vegetables on his cart 
every day to be sold later. Born into a poor family, Hina’s childhood was also difficult.  Her 
father was mentally ill and passed away when she was young, so her uncle married her mother 
to support their family. Out of all the siblings, Hina was the only one who never attended 
school.  
However, that did not stop her from wanting to go to school. Hina recalls, ‘I was so 
keen on going to school that I used to carry my brother’s bag to my uncle’s house (mothers’ 
brother) and ask him to teach me. That is why I know how to read and write Urdu so well’. 
Despite Hina having never attended school she uses her Arabic literacy skills that she 
accumulated while learning how to read the Quran and now reads Urdu to teach her children. 
Hina has spent most of her life devoted to seeking education for her children even though 
resources have always been scarce. 
I met Hina at her home in Chak Ameeran. I sat with her and her family on a charpai 
(bed with a wooden frame woven with a rope) inside very small quarters. The room was just 
big enough to hold the three chapais where her family presumably slept. She told me that she 
taught her children Urdu and was trying to learn the English alphabet from them. Five of her 
six children attended school. The eldest daughter, however had dropped out. She also told me 
that she had migrated to Chak Ameeran a few months previously, because the village offered 
easy access to quality education. I was informed that the family had moved quite a bit in the 
past. I discovered that Hina’s past featured repeated efforts to provide education to her children. 
Her husband Hassan had moved to Dubai in search of work when the children were young. 
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Hina said that he contracted Hepatitis C in Dubai, so she requested he returned to Pakistan. All 
the money earned in Dubai was spent treating the disease. 
When Hassan was still in Dubai, the family kept moving between villages to look for 
land to cultivate to rent and earn money from. In the meantime, Hina’s elder daughter Sania 
fell ill and left school. She never returned to school because the family was facing adversity. 
When Hassan returned, Hina insisted that they move to a village where the children could enrol 
in good schools, eventually choosing Chak Ameeran. Hina’s story described her commitment 
and resolve for her children’s wellbeing.  
As I sat in the sparsely furnished small room, I could see that the family as a whole 
were making efforts to support each other. Hina, being the eldest, was a big influence on her 
family. They had experienced adversity, but now they had a well-constructed house and a stable 
source of income that supported the family and the children’s education. Hina showed remorse 
when she mentioned her elder daughter, Sania, who was removed from school, because of 
illness and never returned. She confessed how ‘She (Sania) used to fight with me because she 
wanted to study. I told her when her father returns from Dubai, I’ll talk to him about getting 
her back into school, but when he came things got even worse, so I stayed quiet again’.  
Despite Sania’s enthusiasm for education, her case shows how circumstances can 
deprive children of opportunities by forcing tough choices on parents. Sania was now 14 and 
with no adult literacy schools nearby, she had missed her window of opportunity in childhood.  
Maximising her resources, Hina was now able to enrol all of her remaining children into school. 
Hina and her family’s journey was evidently not easy. She has had her share of hardships, but 
through her efforts has been able to create a favourable situation for her family today.  
Shown through these two stories, it is apparent that material resources act as an 
important factor for mothers to realise their aspirations. However, it is evident that these 
mothers and sometimes their families have had to struggle on an ongoing basis. For one, there 
has been an unending struggle to claim her right to economic empowerment, while for the 
other, a difficult journey of financial problems is evident, but each of them recovered as best 
as they could. The mothers were eager to share their stories about their daughters’ education, 
telling of their struggles and successes. Whilst both of them have struggled for different 
reasons, their efforts have been equally important and valuable. In their reflections on life, it 
can be seen how they faced the reality of being ‘idealised’ as mothers upholding the values of 
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nurturance and preservation, yet deemed  ‘insignificant’ in the social order, because of being 
limited in their roles (Kumar, 2005, p. 157).  
My conversations with mothers made me see things differently. I saw how their eyes 
shone when they talked about their aspirations and proudly narrated the things they did for their 
daughters’ education. Listening to them, I could tell that in their own domains these were the 
important things that mattered to them and gave them the feeling of control. When a mother 
Diba said ‘I took them (the younger daughters) to school myself (for admission). Took them 
by the hand [laughing]’, explaining how she secretly stole her identity card from her husband 
and took her daughters to school for enrolment, a sense of accomplishment was hidden in her 
hearty laugh. These bold and admirable aspirations and acts of support provided them the 
inspiration to aim for apparently unachievable goals. These were their valuable ‘states of being’ 
and ‘doings’ that they themselves had reason to value.  
I have explained how mothers’ education or their level of participation in household 
decisions alone does not draw a comprehensive picture of their influence over their daughters’ 
education. In the sections that follow, I will introduce mothers’ aspirations and actions as 
notions that capture their efforts more effectively. In doing so, an important point to note is that 
mothers’ aspirations and their actions of support are not seen as a weighted list of aspirations 
and/or actions. Put simply, no aspiration or action is superior or inferior to another, instead, 
they can only be explained through an exploration of the circumstances in which they are 
created.  
II. Moving Beyond Education and Decision-Making Towards Mothers’ Aspirations and 
Actions to Support their Daughters’ Education  
In this section, based on the case studies discussed previously, I propose to move 
beyond mothers’ education and decision-making towards the two notions of mothers’ 
aspirations and their actions. To accomplish this, I will introduce mothers’ aspirations and 
actions, which are crucial to uncover in an exploration into the influences over their daughters’ 
education, because they show mothers’ efforts from their own perspective. I introduce the 
various kinds of aspirations and actions to show how these provide a nuanced understanding 
of mothers’ efforts for their daughters. As I have discussed in Chapter Two (Literature 
Review), aspirations and actions can be seen as mothers’ functionings within the capabilities 
approach. In this part, I aim to address the second part of the research sub-question:  How do 
the twin notions of mothers’ aspirations and actions, help in creating a nuanced 
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understanding of mothers’ efforts for their daughters’ education? To do this, I first discuss 
mothers’ aspirations and later their actions for their daughters’ education separately to show 
that they together provide a nuanced understanding of mothers’ efforts.  
5.4 Mothers’ Aspirations for their Daughters’ Education: What are Aspirations and 
Why are They Relevant?  
  Mothers’ aspirations pertain to the goals that they have for their daughters’ education. 
Accordingly, the rationale behind the actions that mothers perform in support of their daughters’ 
education is probed next. Parental aspirations have been key in promoting  greater educational 
achievements for their children in Pakistan and elsewhere (Ashraf, 2016; Gutman and Akerman, 
2008). For this study, I define mothers‘aspirations as ‘an expression of the desire to achieve 
and improve’ (Quaglia and Cobb, 1996, p. 131). In other words, mothers‘aspirations are 
their desires for their daughters’ education, with the understanding that, ‘The notion of 
aspirations can be vague, from dreams and fantasies to concrete ambitions and goals. 
Aspirations, however, usually connote the achievement of something high or great. They also 
address both present and future perspectives’ (Gutman and Akerman, 2008, p. 2). Thus, 
investigating the aspirations of mothers for their daughters’ education will help in 
understanding their current dreams, future desires and the anticipated gains associated with 
education.  In sum, this section investigated mothers’ actions in support of their daughters’ 
education.  I first describe the analytical themes, subsequently discussing the various identified 
categories in detail, thereby providing a comprehensive understanding of the motivations that 
mothers have for their daughters’ education.  
5.4.1 Identifying the Analytical Themes for Mothers’ Aspirations  
After conducting a thematic analysis of aspirations, I identified three categories of 
education related aspirations that mothers had for their daughters, these being: achieving levels 
of education, the anticipated gains and those mothers lacking aspirations. A thematic map of 







Figure 5.3: Thematic map of mothers’ aspirations for their daughters’ education  
It is important to note that mothers’ aspirations are not confined to one category, but 
rather, they are distributed across the different categories. For example, mothers with higher 
(aspirations for post-graduate degrees or tertiary level education) or intermediate (to complete 
higher secondary school) levels of aspirations were also the ones who anticipated positive gains 
from education (compare mothers in yellow and green boxes). Similarly, mothers having lower 
aspirations feature in the ‘lack of aspirations’ category. Based on these observations, it would 
be incorrect to form assumptions about their aspirations based on any one category and hence 
an overall analysis of all the aspirations is required. For example, a mother with a gender-
influenced aspiration for her daughter may not be assumed to reproduce inequality unless other 
aspirations are also considered. For example, the mother in household 29 had seemingly 
gendered aspiration for her daughter, whilst also aspired for her daughter to have the ability to 
deal with a rapidly changing world.  
In the subsections that follow, I introduce the three main categories of aspirations for 
the mothers in this study and by so doing, provide a deeper insight into the ways in which 
mothers seek to influence their daughters’ education. The categories, as aforementioned, are: 
(i) mothers’ aspirations for achieving educational levels, (ii) anticipated gains from education 
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and (iii) lack of aspirations.  Categories (i) and (iii) are more direct, involving description rather 
than interpretation, whilst (ii) is more interpretative in nature.   
5.4.2 Describing the Categories and Themes Relating to Mothers’ aspirations 
(i) Mothers’ aspirations for achieving educational levels  
Many mothers (16 in the overall sample) expressed their aspirations with regards to the 
level of education that they wanted their daughters to achieve. These were mostly manifested 
in the content, where the aspirations were mentioned explicitly by the mothers (see Fig 5.4, 
coded section). According to the nature of mothers’ aspirations for their daughters’ educational 
achievements, this sub-theme was grouped into three categories; higher, intermediate and 













Figure 5.4: Excerpt of the coding for ‘Achieving Educational Levels’ 
(i)a. Higher aspirations  
Mothers included in this category (Hhs- 01, 77, 18, 88, 48, 25, 37 and 26) expressed a 
desire for their daughters to achieve higher levels of education.  These mothers either wished 
for their daughters to get post-graduate degrees or wanted them to study at university. The 
mothers who sought post-graduate degrees for their daughters were interested in professions 
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such as health (Hhs- 18, 48, 37 and 26), law enforcement, military (Hhs-01 and 48) and 
university lecturing (Hh-88). Most of the mothers in this group mentioned that their daughters 
had their own aspirations for their future (Hhs-01, 18, 88, 37, 26 and 25). A mother and her 
sister-in-law explained their children’s educational aspirations ‘[Mother] All our children have 
their own dreams…One of my daughters wants to be in the navy, [Sister-in-law] my daughter 
tells me she will do a PhD and become a teacher’ (Hh-1-S). Another mother said how her 
daughter had command over her future choices, ‘These days she is thinking of getting trained 
as a beautician… On other days she says that she wants to become a doctor… I don’t force 
anything on her. It’s her own wish and her future’ (Hh-18). Similarly, another mother in this 
category wished that her daughter would continue her education till university (Hh-77). In all 
of these cases, the aspirations mentioned by daughters were the same as those of their mothers. 
Since all of these mothers had higher level aspirations, it would seem reasonable to assume 
that the daughters had a role in inspiring these mothers in having higher aspirations for them.  
(i)b. Intermediate aspirations  
The mothers included in this category aspired for their daughters to complete secondary 
or higher secondary level (Hhs-10, 11 or 12 years) school (Hhs-99, 12, 7, 29, 47 and 14). The 
way in which they expressed their aspirations suggests that the level of education was the 
highest that was achievable in their circumstances (Hhs-47-V, 99-V and 07-S). Regarding 
which, one mother states, ‘I really wish she can complete her school…At least till year 10’ 
(Hh-47). Another one explains, ‘I really want them to study further but the school is just till 
10th’ (Hh-99). For both of these mothers, the environmental conversion factors for education 
are less supportive because they live in Virasatpur. In the third case (Hh-07-S), the mother 
suggests, ‘…my daughter is very intelligent. InshaAllah [god willing] I will make sure she 
studies until year 10, 11or 12, as much as she can’ (Hh-07-S). As apparent in her comment, the 
mother seems proud of her daughter’s intelligence, but the maximum limit for education in her 
opinion is 12 years. Whilst this mother belongs to the village Chak Sangar, where 
environmental conversion factors for education are stronger than in the other villages, the 
family is financially very weak. It could be the case that the lack of access to schools in the 
former cases and resources in the lattermost are some of the mediators regarding the aspirations 
of these mothers. Other mothers in this category hoped that their daughters would complete 12 
years of school (Hhs-12, 29) or an equivalent level (Hh-14), ‘I wish for them to study to a level 
so that they can at least teach children at home’ (Hh-14), says another mother. 
(i)c. Lower aspirations 
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The aspirations included in this category are concerned with mothers either wanting to 
make their daughters complete school (Hh-9) or re-enrol them into school, if they have dropped 
out (Hh-42) (2 mothers). Both of these mothers have a daughter who has dropped out of school. 
The desperation is evident in the responses of these mothers, ‘My heart can’t help, but desires 
that she could study (dil-toh-phir-karta-hai-mera) (Hh-42)’. One of the daughters of the mother 
in household 09 dropped out after primary school, because her father was not supportive of 
education. Her second daughter is currently enrolled in school and so she does not see a clear 
path to any opportunities that the future may hold, but wants her younger children to study, 
nevertheless. She says, ‘I don’t know what opportunities lie ahead for them … The elder ones 
could not go as children [complete school] … but I want these two [the younger ones] to be 
able to study’ (Hh-09). 
(ii) Anticipated gains from education  
The category ‘anticipated gains from education’, is an important one, because it 
explains how mothers perceive education benefitting their daughters. Many of their efforts are 
based on how highly they value and anticipate gains from it. At the same time this category 
also has a higher level of interpretation that the direct quotes. In this subsection I will discuss: 
(A) the various categories and (B) the contestations and agreements within the various sub-


























Figure 5.5: Coded categories of ‘Anticipated Gains from Education’ 
 
Some mothers in this category explained their aims for their daughters or children’s 
distant futures that they perceived as anticipated gains from education (22 within the overall 
sample). These anticipated gains appeared to be the extended aspirations that motivated 
mothers. For example, one mother says, ‘I really wish that they study well. I tell them to study 
so that they can stand on their own two feet. So that they never have to be dependent on anyone 
(Hh-31)’. These perceived gains are taken as an extended version of the mothers’ aspirations. 
An important observation is that gender differences became very conspicuous as some mothers 
explained the anticipated gains from education. A few even suggested (even some household 
heads agreed, Hhs-01 and33) that educational gains for daughters were much more important 
than the sons. A mother elaborates on this, ‘Look, a boy can get by even if he does not have a 
lot of education. They have the freedom to go out and get a labouring job for themselves. But 
for daughters that is not possible’ (Hh-4-M). Another one states the importance of education 
for girls, as compared to boys, giving her own example, ‘Daughters need to be prepared better 
for life. Look at us, my husband has an equal share of responsibility, but I do everything. Even 
if I am very unwell and can hardly get up, I still work all day to feed the family’ (Hh-12).   
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The three main categories of these aspirations are: (iia) the ability to play designated 
gender roles; (iib) Having the potential to be able to deal with a changing world; and (iic) 
Having more ‘choice’ and the ability to choose a better life. It is important to remember that 
even within the same categories, mothers may have different kinds of aspirations, with some 
even appearing to be contradictory. For example, a mother may anticipate that with an 
education her daughter will gain the ability to play her gendered role in the society, whilst also 
desiring that education will eventually help her daughter have the ability to have the option to 
choose between alternatives. Hence, it is imperative that aspirations for gendered roles are not 
seen as unequal without further investigation. Next, I investigate each sub-category separately 
and provide excerpts from the data to enrich the discussion.  
 
(ii)a. The ability to play designated gender roles  
Some mothers anticipated that through education their daughters would become better 
equipped to play the roles that were assigned to them by society (10 mothers out of the 22 in 
the sub-theme). In many parts of Pakistan, women are assigned the domestic responsibilities 
of giving birth and caring for their families within the confines of the home. In contrast, men 
take the role of providers who function outside of the house (Ferdoos, 2006). Because of such 
gender-based identities, in some families, women are raised to fit within their domestic roles. 
In this data, mothers’ aspirations revolved around such gendered identities for their daughters. 
These aspirations were divided into three sub- categories: ability to conduct themselves in 
society, improvement in their marriage prospects and ability to help their children learn. 
Ability to conduct oneself in society  
A few mothers expressed their aspirations of having their daughters learn the skills to 
conduct themselves in society (6 out of the 10 in the main category). This was clear when they 
expressed how they also wanted their daughters to know the ways of society. These aspirations 
could be interpreted as the mothers’ desires to have their daughters to aspire to a higher social 
class. A mother from house 40 elaborated on this when she said, ‘Education teaches you how 
to socialise and act. It also gives you wisdom and awareness (shaoor). For example, you 
become sophisticated in matters, such as how to make guests feel welcome (Hh-40)’. Their 
wishes stemmed from a desire to ensure that their daughters could have a raised status and 
become acceptable in society. There was a lot of emphasis on fitting in with society, which may 
be interpreted as their efforts to adopt societal standards of acceptance. One mother (Hh-17) 
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explains, ‘They [daughters after being educated] will know how to conduct themselves 
appropriately in society (uthnay-bethnay-ki-tameez-ajasi)’.  
Improvement in their marriage prospects  
Some mothers in this sub-category aspired for their daughters to get education so that 
they could have better choices in terms of marriage prospects (3 mothers out of the 22 in the 
main category). This is apparent in the comment, ‘I think education is good for them. When 
people want to ask a girl’s hand in marriage, the first thing they ask is how many years of 
schooling does the daughter have’ (Savera, Hh-14). In Pakistan, it is customary for the family 
of the suitor to go door-to-door in search of a wife. This practice delegates the power of 
selection to the men and their families in many parts of society. Additionally, marriage is 
understood as ‘an important moral and social obligation’ (Critelli, 2012, p. 673). Therefore, in 
many traditional families the onus of responsibility for social ‘appropriation’ falls on women 
to ensure that they have a choice of educated suitors to choose from. Mothers in this sub-
category felt that education could help their daughters in securing this choice.  
Ability to help their children in learning  
One mother felt that by getting education would enable her daughter this would enable 
her to teach her children (Hh-04). This mother had completed primary school. Her husband 
had left the family and did not contribute to raising the children. Her brothers had taken her in 
and given her a home to live in. She started sewing clothes to earn money and soon set up a 
small haberdashery business in her house. This mother was exceptionally proud of the fact that 
she had helped her children with leaning when they were young. She proudly states, ‘When 
my daughters were young, I used to teach them myself. I used to complete my work and then 
sit and teach them all. My cousins used to look at us and say (jokingly) “I think we should start 
a school for you where you can also study further and teach other children too, because you 
teach so well!” I used to say to her, “It will be such a blessing for me, if you could do that”’ 
(Hh-4). It may be interpreted that her aspiration for her daughters is rooted in her own 
experience in life and this expected gain from education is appreciated in many households of 
Pakistan. One father shares an opinion to elaborate upon this, ‘When you educate a boy you 
educate a single person, but if you educate a girl, you educate a whole family’ (Hh-01, father). 
(ii)b. Gain the potential to be able to deal with a changing world  
Many mothers were concerned that the world was changing, and their daughters needed 
skills to be able to survive (17 out of the 22 in the main category). The skills that these mothers 
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mentioned in their interviews can be divided into three sub-categories: to learn literacy and 
numeracy, to become knowledgeable and wise, and to become successful and respected.  
 To learn literacy and numeracy  
Some mothers felt that education could equip their children for the world by making 
them literate and numerate (4 mothers out of 14 in the main category). In their view, ‘if they 
[our children] are educated they can at least read or do a bit of calculations’(Hh-44). These 
basic skills were expected to make survival in this world easier for their children. Many of 
these mothers discussed the practical advantages of being literate. For example, being able to 
find their way in the world,‘I keep telling my children this world now is not for the illiterate 
(ay-zamana-anparhiyan-da-nahi). I have completed eight years of school and when I go out, I 
have no difficulty reading signs and labels’ (Hh-77). Others felt that it would help their children 
to communicate better with people. One mother explains this while speaking about her 
frustration at not being able to name colours, ‘Even if we see a valuable document lying in 
front of us, we will not know what it is. It is very hard to live a life like this’ (Hh-29). These 
mothers thought education gives people the ability to survive comfortably in the world. 
To become knowledgeable and wise  
Some mothers expected education to help their daughters become more knowledgeable 
and wiser, thus being able to subsist in the world (7 mothers among 14 in the main category). 
They often defined knowledgeable as having worldly information. They sometimes pointed at 
me and said, ‘Look at yourself, you know so much (Hh-50)’. Sometimes they referred to 
knowledge as the ability to understand the things in the world. One mother state, ‘It’s [being 
educated] about that, the sense [knowledge] about the world. These things you need to know 
to survive in the world nicely’ (Hh-49). To some, having received education was not just about 
getting immediate returns, like one mother explains ‘Even if they do not get a job… after they 
have received education, they will be more sensible and knowledgeable’ (Hh-29). 
To become successful and respected  
The mothers in this group aspired for their daughters to become successful so that they 
gained respect in society (6 mothers among 14 in the main category). Their aspirations for their 
daughters were a result of their desire to make their voices heard and earn respect that was, in 
most cases, denied to them.  Many a times after ending the interview sessions mothers would 
tell heart-breaking tales of their interaction with people from wealthier and higher-class 
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families. One explained, ‘Without education you have no social standing. People do not want 
to communicate with you’ (Hh-77). One mother who worked as a handmaiden said she wanted 
her daughter to complete school so, ‘She doesn’t get pushed away, from one place to another 
(dhakkay-na-khaway). Baji [madam] this life of disrespect is not easy’ (Hh-12). These mothers 
always aspired for their daughters to create a respectable place for themselves in society, 
become successful and be a role model for others (Hh-77 and 26). One mother, while 
explaining the advantages she saw in education commented, ‘I want them to become role 
models for others, so people use them as examples to their children’ (Hh-25). Some mothers 
would express success in terms of establishing an identity in society outside their traditional 
gender roles. For these mothers, they wanted their daughters, ‘make someone out of themselves 
(kuch-ban-jain)’ (Hh-14) or ‘make a future (mustaqbil) for themselves’ (Hh-17). 
 (ii)c. To have more ‘choice’ and the ability to choose a better life  
These aspirations to lead a better life were sometimes rooted in the fact the mothers that 
had had difficult lives. Sometimes mothers would even use self-derogatory terms to explain 
the resource constraints on them, because they were not schooled.  For example, Rabbia (23), 
while explaining her frustration with her son for not studying said, ‘We tell them [our children] 
that we live the life of ‘dogs’ because we have no education (sadi-kuttian-wali-zindagi-hai). 
We work like animals, not caring for sun or shade.  Life as an illiterate person is not easy’. 
Education for them meant that their children would get a chance at living a different life. This 
category can be divided into three broader groups: freedom from dependence, improved 
earning ability and choices for improving personal wellbeing.  
Freedom from dependence  
Mothers in this sub-category understood freedom to be the major gain from education 
(5 mothers), which some defined as independence from other beings. One mother saw 
education as a liberation from the dependence on others, because of its practical advantages. 
For example, she said,‘even if we need something read, we need to call somebody to read it 
to us or we need to go to someone. You have to be dependent on people. This is the advantage 
I see in this [education]’(Hh-9). Most of the mothers in this category spoke about the 
independence that came with economic empowerment (Hhs-12, 31, 50, 09 and 77). They 
believed that with education, their daughters would not have to depend on others for money. 
They would have some control over their lives and would be able to secure a means of income 
without conflict. One mother explained this by stating, ‘If the girls are highly educated, they 
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can find good jobs. They will never have to look to others for help. They will be independent. 
They can support themselves financially and not have to rely on others’ (Hh-77). Some mothers 
felt that through education their daughters could be liberated, because they would not have ‘to 
rely on others for money’ (Hh-12), ‘be dependent on anyone’ (Hh-31) or ‘look towards others 
for support’ (Hh-50).  
Improved earnings ability  
Many mothers thought that education would become an enabler for their daughters and 
help them to improve their earnings ability, thereby empowering them financially (9 mothers). 
Some mothers mentioned that having education meant that their daughters would have the 
ability to earn for their families in times of financial hardship (Hhs-40 and 12). Others insisted 
that the core advantage they saw in education was that it would improve the chances of earning 
a higher salary (Hhs-51, 37, 31, 2, 22, 48 and 88). One mother explained, ‘There are so many 
advantages. You can get jobs. Look at us, we are illiterate people. What opportunities do we 
have? We are destined to do the same jobs. We are like animals (asi dangran-hal-an-na). We 
would’ve been different, if we had been educated’ (Hh-51). Another one referred to this 
enablement by using the terminology of ‘freedom’, saying, ‘See when she [my daughter] is 
educated she will have freedom. Even when she gets married and is going through a tough time 
(the husband does not earn enough to support the family), she will be able to support herself. 
She can earn for herself (khud-kama-toh-sakti-hai)’ (Hh-40). Another uses the same sentiment, 
‘They [my children] will be able to feed themselves and their children. Their futures will be 
better than our present; their lives will be “free”, “liberated”’ (Hh-48). 
‘Choices’ for improving personal wellbeing  
Some mothers held the opinion that with an increase in earning potential their daughters 
would have an expanded choice for their wellbeing (4 mothers). One mother (Hh-50) 
commented, ‘If you study you will have the choice to live a better life’ (Hh-50). The mothers 
in this group believed that education would not guarantee employment, but it did offer a range 
of opportunities to people that would otherwise be unachievable (Hh-47). Elaborating upon 
this one mother (Hh-49) said, ‘one of my cousins has completed 12 years of education. You 
would think that he would have a chance at prosperity, but he stayed unemployed for so long. 
Now he is also working at the brick kilns. It depends on luck, but with education you have the 
chance, at least you have an option, you have hope’ (Hh-49). Emphasising choices, another 
mother (Hh-07) said, ‘to be honest baji, I want them to study, because if they have education, 
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at least they will have a ‘Choice’. They will have a chance at a better life. If they don’t have 
the first requirement (education) then there is no hope. How will their future change and 
become better?’ (Hh-07) 
III. Application and making sense: The Contestations and Agreements within Mothers’ 
Aspirations of ‘Anticipated Gains from Education’  
The key task in this section is to make sense of the contestations within this thematic 
category. Some categories of mothers’ ‘anticipated gains from education’ appear contradictory. 
For example, in one category mothers hope that with education their daughters will be able to 
play their gendered roles well. In the other, they perceive that with education their daughters 












Figure 5.6: Dominant narratives of mothers’ aspirations about ‘anticipated gains 
from education’4 
 
                                                 
4 The analysis of figure 5.6 was presented at the 25th European Conference for South Asian Studies (ECSAS, 




Mothers have different kinds of aspirations ranging from conventionally gendered to 
the hope for a better life and choice for their daughters, that many of them were unable to take 
advantage of. This is an important point that can help in understanding the dominant narrative 
of these mothers about the gains from education.  To accomplish this, first, I will elaborate on 
each type of aspiration separately and then, discuss how they link together to form a narrative. 
Visible in figure 5.7, mothers’ gendered aspirations show that they reproduce gender roles by 
wishing that their daughters conform to social norms (Box 1 in the figure). Daughters who are 
able to conform to social norms have improved marriage prospects and are able to help their 
children learn. The second kind of aspiration indicates that mothers have an awareness of the 
changing world and that their daughters will need to be equipped with the necessary 
skills/education to survive (Box 2 in figure 5.7). This ‘equipping’ could include being literate 
or numerate, having more knowledge or being ‘wiser’, or being respected and successful. This 
thought-process reflects an awareness that the landscape is changing and there may be 
opportunities in the future. The third type refers to the ability of their daughters to have a choice 
in their lives (Box 3 in the figure) in terms of having improved earnings potential, not being 
financially dependent on others and most importantly, having the choice of not complying with 
societally gendered norms. This shows a transformative and agency focused mind-set. 
It is important to understand the context within which mothers see an emergent potential 
in education. My discussions with the participant families, especially in Virasatpur, revealed 
that there has been a recent emphasis on the accountability of state schools, as seen through 
increased government visits to them. As I discussed in Chapter Four (context chapter), the 
educational landscape is changing in Pakistan, especially since 2010 and article 25 to the 
constitution, which states that the ruling government must provide free and quality education 
for children from the ages of 5 to 16. As a consequence, the ruling governments in Punjab had  
introduced incentives, such as free uniforms and books, however these provisions often  do not 
reach  remote  rural areas  (Ashraf and Hafiza, 2016).  
Whilst not being consistent, some evidence of these recent changes was witnessed in 
the villages included in this sample, which I have discussed in Chapter 4. Many mothers 
showed an awareness of these changes and were keen to engage with the schools, if they 
believed that their children were being treated unfairly. A good example is Neelum (Hh-49), 
who despite having never studied at school, showed an awareness of the rights of her children. 
Talking about this she said, ‘I keep an eye on the children and the teachers. Once a teacher beat 
up my children and I went to the school to see them. I told them that, if they don’t want to 
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educate the poor, I will go to the higher authorities and tell them what they are doing here. I 
was very angry. I told them that they don’t have an issue teaching the girls from better families 
but treating our children like this. The teacher stopped punishing our children then’.  
Mothers’ aspirations for gendered roles coupled with their transformative 
understanding of the potential in education could be seen as a coping strategy to respond to 
emerging requirements.  Three mothers, Fizza, Kulsoom and Huma, demonstrated this point 
with their stories. I introduce Fizza (Hh-77) and Kulsoom (Hh-50) in chapter 6, and Huma (Hh-
31) in chapter 5. I discuss how both Fizza and Kulsoom were not just able to articulate the 
benefits of education, for they were also involved in complex strategies to provide support to 
their daughters. Fizza was achieving this by devising multiple plans for her daughter’s 
education and Kulsoom was doing so, through her ability to gather support by creating ties 
with her in-laws.  
Huma’s (Hh-31) daughter’s ambition of becoming a doctor was under threat, because 
the household head (her husband’s brother) said he was willing to give his niece’s hand in 
marriage at any time without any regard for her education. Since Huma was rarely involved in 
household decision-making, it was less likely that her daughter, already an adult, would be able 
to achieve her ambitions. Regardless of whether Huma’s social situation gave her the authority 
to decide, she wished that her daughters would study so, ‘They will (would) never have to look 
to others for help, become independent and will (would) not have to rely on others’. Her 
thinking was transformative. Kulsoom’s statement, ‘I tell them to study because only then they 
can become ‘someone’…I tell them, if you study you will have the ‘choice’ to live a better 
life…it is our success as parents as well’.  
Such comments show how mothers adjust their aspirations according to their 
interpretation of society. On a cursory view, it may seem that mothers prepare their daughters 
for gendered roles, but at the core of their aspirations is an expectation that education will bring 
‘independence’ for their daughters. This finding is not unique to these mothers from rural 
villages of Pakistan. Sharma and Wotipka’s (2018) study in India on ‘mothers and their 
aspirations for their children’, also found that a subset of their participant mothers viewed 
education as a ‘means for independence’ for their children. In the following section, I explore 





  (iii) Lack of Aspirations  
Some mothers expressed a lack of aspiration for their daughters’ education (9 mothers). 
These mothers explicitly talked about how they did not have any expectations for the future, 
although many had their children currently enrolled in school. There are broadly two categories 
in relation to the reasons for the lack of aspiration in this group: the presence of socioeconomic 













Figure 5.7: Showing coded categories for ‘Lack of Aspirations’ 
 
 (iii)a. Lack of aspirations in the presence of socioeconomic constraints  
Some mothers showed a lack of aspirations for their daughters‘education (8 mothers). 
When speaking about their children’s future these mothers used expressions such as ‘I don’t 
know what will happen. I’m not sure’ (Hh-04) and ‘We will see when the time comes’ (Hh-
42). There was always a hint of uncertainty in their language. The uncertainty generally came 
from a realisation that they could not afford education either totally or partially (due to financial; 
Hhs-04, 09, 99 and 40, or social; Hhs-42, 45, 44 and 47 reasons).  
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There were 4 mothers who had their daughters currently enrolled in school but were 
concerned that they would not be able to continue school in the future (Hhs-04,09, 99 and 40). 
In each of these cases, the mothers were very enthusiastic for their children to continue their 
education. The negative language used in these cases was not an indication that they had no 
aspirations. As one mother articulated, ‘No parent would wish that their children do not get 
higher education, but it all depends on your resources’ (Hh-40).  
(iii)b. Absence of hope for a forgotten daughter (daughters who drop out from school)  
In this category, I am going to detail the case of one daughter (Hh-47). I call her the 
forgotten daughter, because she symbolises the situation of some other daughters in the sample. 
The mother was generally very concerned about her children’s education, including her 
younger daughter, but this daughter was never made part of any of those discussions. This 
family had six children: four sons and two daughters. At the time of the interview, three sons 
and a daughter were enrolled in school, whilst two children (a son and a daughter) had dropped 
out. The reasons for dropping out made the case interesting. The son had done so, because he 
refused to go. This aspect was also picked up by some other mothers in the sample, who felt 
that boys were much less interested in education than girls (Hhs-1, 17, 18, 22, 37 and 9). The 
daughter had dropped out, because her mother had fallen ill, so she had had to substitute for 
her mother and take care of household responsibilities. There were a few other cases in the 
sample where daughters substituted for their mothers for various reasons, such as the mothers 
falling ill or having to leave home to provide for the family (Hhs-47, 48 and 9). I will refer to 
these daughters as role substitutes.  
After a detailed illustration and discussion of the various categories of aspirations that 
mothers have for their daughters’ education it becomes apparent that they aspire for education 
to transform the lives of their daughters. Whilst they lower their aspirations when their 
circumstances do not support their desires for their daughters’ education, this does not affect 
their overall motivation for education. This is evident in the gains that they anticipate from 
education. Sometimes, even when they did not foresee their situations changing, they did not 
abandon their wishes for education to deliver future opportunities for their daughters. After 
having illustrated mothers’ aspirations for their daughters’ education, I now explore the actions 
that they perform to make these aspirations come true.  
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5.5 Exploring Mothers’ Actions to Show their Efforts for their Daughters’ Education 
  In this section, I will illustrate and describe various actions performed by mothers in 
terms of their preferred doings that would support education or learning for their daughters. 
Mothers’ actions of support have been previously used to investigate strategies for their 
children’s school achievements (Baker and Stevenson, 1986). In this study, the actions taken 
will shed light on the tangible efforts being made by mothers who are pursuing for their 
daughters’ education. Mothers’ actions in tandem with their aspirations provide the basis for 
analysing the opportunity structures for those investigated in this thesis.  
5.5.1 Describing and Discussing the Analytical Themes for Mothers’ Actions for their 
Daughters’ Education 
After conducting a thematic analysis on the data for mothers’ actions four main 
categories emerged, which are illustrated in Figure 5.8. The end purpose of this categorisation 
is not to create any ordering of these actions with respect to their importance or strength, but 
rather, in light of the definitions provided in the literature, acknowledge these actions as 





















Figure 5.8: Thematic map of mothers’ actions for their daughters’ education 
 
Reviewing the different types of actions that mothers perform for their daughters’ education, 
as illustrated in Figure 5.8, it becomes evident that mothers more generally are active 
participants continuously engaged in making efforts to shape their daughters’ education.  
5.5.2 Describing the Categories and Themes Relating to Mothers’ Actions to Support 
Their Daughters’ Education 
Here, I will give a brief description of the four kinds of actions that mothers engage in: 
(i) efforts for putting daughters into school, (ii) for supporting daughters with education related 
activities (iii) devising plans and, (iv) actions to restrict educational opportunities.  
(i) Efforts for putting daughters in school  
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The mothers in this category mentioned their efforts aimed at facilitating their daughters’ 
access to schooling (23 mothers). They talked about the obstacles they overcame as they took 
the initial step to education-enrolment. Jamal (2016) suggests an alternative explanation, 
whereby some fathers in Pakistan oppose girls’ education, because of their interpretation of 
social norms (tribal code), according to which, ‘a woman’s life is centred in the home (p. 6)’.  
Like other empirical studies in Pakistan,  the most commonly cited reason for fathers rejecting 
schooling in this study was safety concerns for daughters outside the house and the inability of 
the family to financially support it (Purewal and Hashmi, 2015b). The actions mentioned by 
the mothers in this sub-theme can be divided into three main categories: convincing household 
heads to send their daughters to school (8 mothers); actions for enrolment (5 mothers) and 
finally, actions for keeping children in schools (16 mothers) (see coded example in Fig 5.9). 
 
Figure 5.9: Coded categories of ‘Putting Daughters in School’ 
(ia) Convincing the head of household  
The mothers felt differently about the situation of their daughters’ safety. They were 
actively involved in convincing their husbands either to have their daughters enrolled or to 
allow them to continue with higher education (8 mothers). Some mothers felt that not being 
 
 178 
confined to the house would benefit their daughters and the risks were perhaps not as high as 
anticipated by people. For example, one mother said, 
‘Whenever I talk to her [her daughter’s] father about it [letting the daughter complete 
school] he says that times are not good for girls. They are not safe (halaat-kharab-
hain). I keep telling him that everybody [boy or girl] is at the same level of risk.  In 
cities people don’t worry about such matters, they are only concerned with their own 
families and homes. But in villages, if there’s a small incident in a family the villagers 
will make a mountain out of a mole hill [referring to a recent incident where two minor 
children had run away together, and the news spread in the village]’ (Hh-99).  
The mothers whose husbands were opposing their daughters‘education (4 mothers out of the 
8 in this category) mentioned making efforts to persuade their husbands.  Sometimes these 
were successful, like in the case of a mother from household 48, ‘I asked my husband to put 
the daughters in school. So, he agreed’, whilst at others, this was not the case, I have told my 
husband many times that I should send Nasia [the daughter] to my sister’s, so that she keeps 
on learning, but my husband says it is not appropriate’ (Hh-44). Another one explains, ‘I …
talked to my husband to let her [the daughter] continue with education. He was fiercely against 
it and finally warned me that he would not pay for our daughter’s higher education, if I decided 
to go down that route’ (Hh-37). Some would convince their husbands to move to a different 
location in search of their children’s education (Hh-33), whilst others would attempt to 
negotiate with their husbands with little success (Hh-99). But overall, they were making efforts 
to persuade their husbands.  Regardless of the outcome, these can be seen as actions of mothers 
towards putting their daughters’ in school by convincing their husbands. 
(ib) Actions for enrolment  
The mothers included in this category were involved in actions to enrol their daughters 
in school (5 mothers out of 23 in the sub-theme). Three of those in this category were also 
involved in ‘convincing their husbands’ (Hhs-33, 37 and 44) and it can be hypothesised that 
their efforts to enrol their daughters were inspired by the denial of this right by their husbands. 
The success of their actions was reliant on a range of socio-environmental factors aside from 
their husbands’ willingness. For example, one mother (Hh-44), whose husband was not happy 
to enrol his daughters in school, secretly managed to have her daughters enrolled. When asked 
how she had done so, she replied, ‘One day when my husband was at work, I picked up my 
identity card and took them to the school. I asked the teacher to enrol my daughters. That’s 
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how they got in’. In another case, the mother mentioned schoolteachers as an obstruction. She 
said, ‘I took my daughter to school. The teacher scolded me and said that my daughter was too 
young and that I should not put her in school. I told her children learn when they are young. 
How would a child learn things, if they are already grown-up or why would they be interested 
then? I told her that my daughter is clever (siani-hai-meri-dhee)’ (Hh-49). Sometimes their 
efforts would not be successful due to financial reasons, especially if they lived in Virasatpur, 
where access to quality education was very difficult to obtain. Regarding which, one mother 
states, ‘We sent our girl to the private school nearby and they charged Rupees 600 (179pprox.. 
2.9 GBP) every month. So, we sent her for some time and then didn’t. It’s so expensive’ (Hh-
45).  
 
(ic) Actions for keeping children in school  
Once the daughters were in school the next obstacle for these mothers appeared to be 
their efforts to ensure that their daughters completed as many years of schooling as they could. 
In total, 16 mothers (out of the 23 in the sub-theme) were engaged in such actions. Some also 
spoke about their efforts for their sons. The conversations about the sons were mostly related 
to their lack of interest in education and the mothers’ subsequent disappointment (Hhs-22 and 
47). With respect to daughters, mothers talked about actively making efforts to ensure that their 
daughters did not drop out.  One stated, ‘When she [the daughter] passed her year 8 promotion 
exam she wanted to get admission to a higher secondary school (9th and 10th years). I supported 
her, even if my in-laws did not support my daughter’s studies. I didn’t care what they said’ 
(Hh-14).  
Sometimes their efforts were targeted at ensuring schooling was a sustainable option 
for their daughters. For example, a mother had enrolled her daughter in a private school, 
because her employers were paying for the fee and she spoke about her plans to make education 
obtainable for her daughter, ‘She [the daughter] is in class 5. After she graduates from primary, 
I will put her in a government school [government schools do not charge fees]’ (Hh-12). Some 
would make education obtainable by focusing on other issues. For example, one mother spoke 
about her experience of making sure that her daughter completed school, saying, ‘I put her [the 
daughter] in an English medium school. When she could not keep up, I had her transferred to 
a government school’ (Hh-29). 
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Three mothers within the group who were undertaking actions to keep their daughters 
in school (16 mothers in total) had moved to a different village in search of education for their 
children (Hhs-33, 37 and 04). All these mothers mentioned that when their children were 
young, the previous villages of residence did not provide easy access to schools, so they 
migrated to villages that could provide their children with easy access to quality education. It 
should be noted that the mothers in this category resided in Chak Ameeran and Sangar, which 
are known for good quality schools and easy access to public transport (see Chapter 2). 
Some mothers (2 mothers within the 16 in the sub-category) talked about arranging for 
transport so that their daughters could continue their education (Hhs-18 and 26). In household 
18, the mother stated that her daughter wanted to go to a school of her choice, which was 
located in another village and she refused to go to school, if her choice was not honoured. As 
a result, the mother arranged for transport so that her daughter could attend school. She 
explains, ‘I thought she should just continue studying and this should not become a reason to 
quit’ (Hh-18). Sometimes the mothers’ efforts were apparent in their actions. For example, one 
mother’s (Hh-51) husband died when her children were very young. She consequently had to 
create a sustainable source of income without having to leave her house and her young children. 
Whilst establishing a bread baking business at home she sent the children to school. Questions 
about her history revealed that her son and daughter continued going to school for a few years 
after her husband’s death, but then left school for other reasons.  
(ii) Supporting daughters with educational activities  
Many mothers were engaged in actions to support their daughters with extra-curricular 
activities. Some would teach their children, if they had themselves attended school or knew 
how to read. Others would seek help from others, if they themselves had not attended school 
or would simply supervise their children to ensure that they spent some time with their 
schoolbooks. Many mothers in the sample complained about their children quitting school, if 
they could not cope with the work. This specially affected the families of mothers who resided 
in Virasatpur as a consequence of the poor quality of education (see Tables 4.12 and 4.13) (For 


















Figure 5.10: Categories for ‘Supporting Daughters with Educational Activities’ 
As one mother from Virasatpur elaborates, ‘My elder son used to go to school. He was 
weak since he never got any help from home…He had to take the central exam for primary. 
The teachers said that he was weak, so they would not send his name forward from their school’ 
(Hh-50-V). Lack of encouragement from the school was not the only motivator for mothers to 
become engaged in extra-curricular activities. The other   mothers were from   Chak Sangar 
and Chak Ameeran, where schools were reported to provide high quality education (see 
Chapter 5). In these villages, the mothers were helping their children with schoolwork, keeping 
them focused on education and monitoring their education. 
 (iia) Helping/ guiding with schoolwork  
The mothers included in this category were supporting their daughters in two ways. 
First, by helping them with schoolwork (16 mothers within the group of 22 in the sub-theme). 
This support involved their teaching the children themselves (mothers in Hhs-04, 07 and 33). 
These mothers had never attended school and had learned Urdu by reading the Arabic script in 
the Quran (mother in Hh-33) or had received primary level education (mothers in Hhs-04 and 
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07).  Those who could teach their children took great pride in doing so. Another expressed how 
she felt happy that her children have benefited from her input, ‘They are in primary, so I can 
help a little. We were not taught A, B, Cs [when she was a child], but now after helping them 
[my children] with school I have learned that [the English alphabet] too’ (Hh-07).  
Secondly, some had organised private tuition (Mothers-01, 14, 28, 23, 25 and 29). The 
mothers who sent their children for tuition were financially strong and were motivated by 
various factors. For some, schools had made additional support available by providing extra 
classes at the end of the school day, (Hh-25 and 18). One mother felt that studies were getting 
tougher and so the children needed the extra support, which she herself was not able to provide 
(Hh-23). Some mothers had arranged home tuition (Hhs-01, 14, 29 and 77). Note that, aside 
from 77, all these mothers were from Chak Sangar or Ameeran. Since literacy rates and 
awareness of improved schooling were reported to be higher in these villages it may be 
interpreted that extra tuition was considered to provide a competitive edge to the daughters. It 
is interesting that all of the mothers who spoke about sending their daughters for tuition (Hhs-
01, 14, 18 and 23), paying for it (Hh-77) or organising it (Hh-29) belonged to the financially 
strong group within the sample in their respective villages (see Chapter 4). 
Some mothers specifically mentioned their efforts in making the children feel 
comfortable so that they could concentrate on their studies (Hhs-31, 47, 49, 50 and 77). These 
mothers defined comfort in physical terms. They mentioned that they took care of all the 
household tasks and thus, ensured that their children could focus on their studies. ‘I cook for 
them, clean and provide everything within my capacity, so that they [her children] only have 
to worry about education. All they need to do is study’ (Hh-31), explained one mother. Some 
mothers contended that their taking care of the household chores directly contributed to 
supporting their daughters. This emphasis was rooted in the mothers own personal histories:  
making home life easier for their daughters, something the mothers found challenging in their 
past. One mother, recounting her experiences as a young girl said:  
‘I remember my mother used to go to work. I used to wake up and do the housework. 
After that I would go to school and then finish the housework after coming back from 
school. We had so many responsibilities when we were going to school, at school and 
at home as well. I make sure now that my children don’t have to worry about housework 
and can focus on their studies’ (Hh-77).  
(iib) Keeping children focused on education  
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Mothers included in this category were constantly making efforts to keep their children 
motivated to learn (9 mothers within 22 in the sub-category). They would either offer positive 
or negative reinforcement in the shape of advice or warnings. For example, some mothers (Hhs-
18, 49, 50) shared their own life experiences. ‘I tell her [the daughter] how people survive in 
really tough circumstances. If a person wants to succeed [in life through education] they can’ 
(Hh-18). Sometimes they would resort to pleading with their children to continue their 
education, but such situations were seen more frequently with sons who refused to go to school 
(Hhs-47 and 51). Some mothers warned their children of the consequences of being un-
schooled (Hhs-23, 22, 48).  
(iic) Monitoring children’s education  
Many mothers were engaged in monitoring their children’s schoolwork (9 mothers 
within a group of 22 in the sub-theme) and in this category, they did not make a distinction 
between daughters and sons. An interesting point is that 5 mothers (out of 9 in the category) 
who were closely monitoring their daughters’ schoolwork had never been to school. A majority 
of these mothers claimed to have regular contact with their children’s schools (Hhs- 22, 25, 33, 
37, 49, 50, 77). Some visited them regularly to stay informed of their children’s progress (Hhs-
22, 25, 33), whilst others did so (Hhs-49 and 50), if they felt their children were having 
problems and would hold the school accountable for their actions. One mother had not attended 
school, but she supervised the children’s work by making them study for a few hours a day 
(Hh-09). Another (Hh-50) had an interesting strategy, whereby when she saw that her son was 
weak in his studies and his teachers were not sending his name forward for the central exam, 
she had her son’s name enrolled at a girls’ school. The boy wrote his exams and obtained higher 
scores than all of his peers.  
(iii) Planning  
Some mothers spoke about the various plans for helping their children progress in life 
through education (9 mothers in the overall sample of 30). There were four categories relating 
to the nature of plans that these mothers devised for their daughters: planning against the odds, 
scenario planning, multiple plans, and lack of plans. Some categories would appear to be 





Figure 5.11: Categories for ‘Planning’ 
(iiia) Planning against the odds  
The mothers in this sub-category explained how they made plans and managed to 
support their children’s education in difficult circumstances (Hhs-50, 37 and 44).  Another 
mother (Hh-37) spoke about her past and when her daughter was young. She lived with her in-
law’s family, who did not value education. The mother explains, ‘my husband’s family despises 
women getting higher education, because they think that women get married and take their 
income to somebody else’s house. So, to them, there is no point in spending on daughters 
[education]. My husband takes after his family and resists my efforts to have our children 
study’. She said that the village where she lived did not have any good schools, so just before 
her daughter had to sit for central primary school examinations, the mother sent her daughter 
to her sister’s house (in her parental village) for a few months. She says, ‘the environment was 
educational at my sister’s house and my daughter felt inspired’. All of the mothers that we see 
in this category had the same mindset ‘I have to send my children to school no matter how we 
do it, but it has to be done’ (Mother-49), said one. 
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(iiib) Scenario planning  
The mothers included in this sub-category discussed their plans to combat anticipated 
scenarios that would restrict their daughters’ education (Hhs-12, 22, 02 and 49). For example, 
one mother’s (Hh-12) daughter was enrolled in a private school, because her employers were 
paying for her fee. To make education sustainable in case she switched jobs, the mother had 
planned to transfer her daughter to a free government school. Similarly, another one (Hh-22) 
talked about how she had organised transport for her daughter so she could travel safely to 
school. Her comment came in response to a question on what she would do, if the people in 
her community disapproved of her daughter’s education. She explained her answer in terms of 
providing transport, so her daughter could reach school safely. For some mothers, plans of 
higher education came with a sense of certainty, because of their economic status (Hh-02). This 
confidence can be seen by the comment, ‘…my daughter will go to the city to get admission to 
the university. I have left it to them [the daughters]. They are free to study as much as they 
want’ (Hh-02). Another took out loans to buy school equipment for her children and vowed to 
make sure her children continued school. She says, ‘I will go and work harder, but I will make 
sure they [my children] do [get an education]’ (Hh-49).  
(iiic) Multiple plans  
The situation for the mothers included in this category is different from the plans of the 
other mothers. In one case, the mother talked about simultaneous plans for her daughter (Hh-
77). This mother belonged to a wealthy family (Chapter 4), but explained that there was strong 
resistance from her husband to their daughter’s education. The village where she lived did not 
have higher education institutions and her husband was not willing to send their daughter to 
the city alone. She tried to persuade her husband to have their daughter admitted in the city to 
facilitate the transition from secondary to high school and because her husband had not agreed 
she had made a detailed plan. She was waiting for her son (who was younger than his sister) to 
grow older. She would wait for her son to be old enough to go to university and both children 
could travel together. She thought her husband would not resist, if both the siblings could attend 
university together.  
The mothers discussed in this section are not being classed as superior to the mothers 
who could not plan, because the ability and freedom to plan ahead is influenced by each unique 
social environment. However, the mothers who were seen to plan effectively showed the 
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capacity to overcome barriers.  These women were able to look at a distant target and actively 
seek ways to achieve their goals.  
(iiid) Lack of plans  
The lack of planning for some mothers emerged as an important sub-category in the 
data in that it highlighted the barriers faced by some mothers (Hhs-45, 99, 42, and 40). These 
mothers had lost the desire to think beyond their present situations and were looking for 
alternative solutions. Some were so constrained by their economic and social circumstances 
that it was not possible for them to plan for education. As one mother puts it, ‘We sent our girl 
to the private school nearby, … but soon had to make her withdraw. It was so expensive, we 
could not afford it’ and, ‘[for aspirations] What else, can we think about aside from their [the 
children’s] marriage’ (Hh-45). Another mother’s husband was opposing her daughter’s higher 
education. She had found this obstacle very hard to overcome and so, she had accepted this 
fate. She explains, ‘I really want them [her children] to study further but … their father does 
not allow them … I tell my daughter that it is fine, and she should do as her father says’ (Hh-
99). One mother, when asked about her plans for her children stated, ‘We will see when the 
time comes’ (Hh-42), whilst another commented, ‘No parent would wish that their children do 
not get higher education, but it all depends on your resources. When one earns just enough to 
support life then it’s hard’ (Hh-40). These comments reflect the hopelessness of the mothers’ 
situations. 
(iv) Actions to restrict educational opportunities  
The case (Hh-4) included in this category relate to the mothers who expressed a lack of 
planning for their daughters’ future and who had also accepted that certain ambitions related to 
education were unobtainable. For example, one mother said, ‘my daughter scored very well in 
science subjects (see coded excerpt in Fig 5.12). The teachers insisted that she should continue 
with science, but I did not let her. I made her select arts subjects. In trying to persuade me the 
teachers said that I was unschooled and did not realise that choosing sciences would open up 
more opportunities for my daughter, but I had my reasons. See, with sciences she would need 
extra help and I cannot afford tuition. I knew that at some point it was bound to become very 


















Figure 5.12: Coded categories for ‘Actions to Restrict Educational Opportunities’ 
5.6 Exploring Mothers’ Aspirations in Tandem with their Actions to support their 
Daughters’ Education  
In this chapter, I have discussed mothers’ aspirations and their actions.  In this part, I 
will draw on the stories of two mothers Maria (Hh-48) and Ghazala (Hh-99), discussing how 
aspirations and actions are situated in a broader frame of opportunity structures. This sets the 
scene for the next chapter, in which these opportunity structures are explored in detail. Maria 
lives in Virasatpur and she dropped out of school before completing primary school. Without 
deeper investigation into Maria’s situation her profile appears to be that of deficit. For example, 
she has received very little education, lives in Virasatpur, which, as established previously, has 
insufficient access to schooling and she belongs to a financially weak family. However, by 
relating her story I will show that her efforts to provide education to her daughters are much 
more pronounced than many mothers who themselves have received education in the sample.  
When I met Maria and her six children, two from her first husband and four from her 
second, I discovered that her eldest two daughters had never attended school, whereas her 
younger four children, including one daughter, were currently attending school. The eldest two 
daughters had shared Maria’s domestic responsibilities since childhood. Maria’s previous in-
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law family opposed the girls’ education, so they were unable to continue school. It was very 
painful for Maria that her eldest two could not attend school and soon as she realised, that the 
girls were depressed, she arranged for them to attend a nearby Madrassah (religious education 
institution). Her approach was simple, since she wanted her daughters to spend time with their 
peers. I witnessed how this had transformed the girls’ lives; they looked happy and were very 
proud to show off their newly gained literacy skills. Maria had higher educational aspirations 
for all her children, which was apparent from her comment, ‘My heart desires that they become 
doctors or be enrolled in the armed forces’.  
Maria also hoped that with education her children would lead a better life. She says, 
‘They will be able to feed themselves and their children. Their futures will be better than our 
present’. Despite Maria herself having left school when she was in year two, she was making 
efforts so that her children could achieve more than she had been able to. These efforts are 
apparent through scaffolding strategies she engaged with in support of better educational 
attainment for her children. These include actions of support, such as persuading her husband 
to let their children study, assisting them with schoolwork by advising them to approach others 
for help and keeping them focused on education by motivational tactics. Through Maria’s 
aspirations one can see her motivation for her children’s education and by her actions, 
commitment towards this goal.  
It can be seen how Maria weighed her options in various situations. Her daughters were 
denied school when the opposition was intense, but she found a way of navigating through that 
by choosing a husband who was more agreeable. She made efforts to persuade him and now 
her younger children were in school and her elder daughters were studying at a madrassah. It 
is apparent that Maria’s own education level did have an effect the way events had unfolded. 
It is essential that having an education or being deprived of one should not be treated in 
isolation as many other intervening factors are evident. Moreover, sometimes their success in 
achieving their goals for their daughters schooling may not be affected by their own education 
level. To elaborate on this, I will now relate the story of Ghazala.   
Ghazala also lives in Virasatpur. She had completed 8 years of education and came from a 
financially strong family within her community. It is easy to see how the pathways to gaining 
a capacity for action (agency) were so different between Maria and Ghazala because as I 
discuss elsewhere, even though Ghazala’s  motivation for her daughters’ education was no less 
than Maria’s, the opposition that she faced limited her ability to achieve these goals.  
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Ghazala has three children, two daughters and a son. Her eldest daughter was 14 when 
I met the family and Ghazala made it clear that her husband wanted her daughter to quit school 
after year 10. She says, ‘I really want them to study further, but the school is just up until 10th. 
Their father does not allow them to leave the village; he says she should stop after 10th. I tell 
my daughter that it is fine, and she should do as her father says, but my daughter is insistent 
that she will study further’. Ghazala kept trying to persuade her husband but in vain. The 
difference between the two mothers is noticeable. One was able to navigate her desire for her 
daughters’ education, whilst the other, who had more education and belonged to a financially 
stronger family, found herself at a loss, with her daughter being forced to drop out of school.  
Maria and Ghazala’s stories show that whilst aspirations considered alongside actions 
provide a deeper understanding of mothers’ efforts, they also show how pathways can be very 
different. What is needed is a deep and contextualised understanding in which the issue is 
uncovered layer after layer, acknowledging that mothers’ lives are situated within broader 
structures that need due interrogation. Accordingly, it is vital to examine the social relations 
that constrain or support mothers’ to then be able to uncover their own efforts to achieve their 
goals. I will discuss this in the following chapter by exploring mothers’ pathways.  
5.7 Concluding Remarks 
Through the analysis of the data I highlighted the cases in which mothers were actively 
seeking to provide education for their daughters even though sometimes they themselves had 
never attended school.  Integrating the learnings from Chapter 4 into these discussions, I 
extended the findings from the literature review, first, in identifying families in which the 
mothers’ education or their decision-making was not positively related to their daughters’ 
education. I have sought to address the two-part research sub-question: How are mothers’ 
education and their participation in decision-making related to their daughters’ schooling 
status?  And how do the twin notions of mothers’ aspirations and actions, help in creating a 
nuanced understanding of mothers’ efforts for their daughters’ education? With respect to 
the first question, I have shown through discussing cases that mothers’ greater participation in 
household decision-making does not always translate into improved educational access and 
opportunities for their daughters. The same could be said for mothers who have received 
education themselves. These findings highlight the need for further in-depth understanding of 
mothers’ influence on their daughters’ education.  
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As discussed earlier, drawing on the capability approach, aspirations and actions can be 
described as functionings, which constitute mothers’ valued beings and doings. In order to 
address the second part of the research sub-question, I have investigated the various aspirations 
that mothers have and the supportive actions that they perform for their daughters, thus 
revealing a rich picture of their efforts. To conclude the chapter, through an analysis of the 
aspirations and actions of two mothers, I have illustrated how when mothers are seeking to 
support their daughters’ education, personal circumstances (e.g. income and prior educational 
experience) are not necessarily a determinant of whether they succeed or not. This opens up a 
space for a deeper engagement with the social conditions within which mothers conceive their 
aspirations. Thus, in the following chapter I will explore mothers’ efforts regarding daughters’ 





































Chapter 6: Mothers, their Social Relations and the Creation of Pathways: Paving a Way 
Using Silences and Voice 
Introduction  
 As the previous chapter unveiled the importance of social relations, this chapter 
addresses this matter by providing a detailed analysis of those in the lives of mothers. The 
question that guides the analysis for this chapter is: What are the pathways by which mothers 
achieve their goals and exercise a capacity for action while living in their network of 
relationships? The focus will be on the ways in which mothers navigate the structural 
inequalities and constraints. This therefore requires an understanding of agency that aligns with 
such conditions. I have discussed how literature documents the appearance of agency in forms 
that may appear against the grain of some feminist ideals. One such way of understanding is to 
interpret the silences of mothers as paradoxical (power giving as well as power usurping) 
(Mahmood, 2006; Parpart & Parashar, 2019). Forms of agency have been documented in 
conditions of constraint to illustrate how actors negotiate aspirations and agency within 
structural constraints (Conradie, 2013; Conradie & Robeyns, 2013; DeJaeghere, 2018 & 2020).  
 In this chapter, I raise another important issue -that of epistemic justice (Fricker, 2003). 
If researchers as hearers are opting to use controversial tools of interpretation, such as 
‘interpreting silences as powerful’, then it is important for the hearer to explain their personal 
positionality and that of their ideas within the broader politics of knowledge. I have talked in 
detail about my own positionality in the study (See Chapter 1 and 2). In this chapter I attempt 
to place the idea of ‘silence as power’ within relevant feminist debates. With these discussions 
as a background I also examine women’s negotiations within social arrangements and the 
placement of such ideas within the capability literature. Accordingly, this chapter brings 
together the current discussion within the capability literature on aspirations, agency and 
structural constraint, furthermore, linking it to the politics of knowledge (Walker argues for the 
need of an epistemic capability in her 2019 paper).  
 The chapter is organised into three parts. In the first I elaborate upon the 
interconnections between aspirations, agency and structural constraints, arguing for the use of 
silences and voice by mothers as a mode of agency. I will discuss the specific kind of agency 
the mothers in this study used as a resource: silences and voice. In the second part, I will map 
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the support (or lack thereof/opposition) mothers encountered in their families, especially from 
the household head, who often had a greater say in household matters. This is important 
because mothers exercise their agency through these relationships to achieve their goals. In the 
third part, I will apply my argument in favour of silences to interpret the stories of four mothers 
from the focal sample. I will conclude the chapter by discussing the importance of including 
the ‘silences and voice’ readings in epistemic inquiries of women’s agency in historically 
gendered environments. Before I begin the chapter, I discuss the overall insights from across 
the dataset.  
6.1 Insights from Across the Dataset 
In this chapter, the analysis is focused on, first, mapping the family and household head 
relationships and their impacts on mothers’ power in the family. The findings reveal that 13 
(out of 30) mothers lived in extended family structures, which means that complex power 
relations were at play. Out of these mothers, nine reported that they felt they were supported 
by their in-law family (usually the ones cohabiting with them). Three of them said that they 
received support from their parental families, whilst 12 lived in nuclear family structures in 
which they shared a house with their spouse and children. Three of these mothers said that they 
were supported by their in-laws, whereas two were supported by their parental families 
performed this role and five mothers lived in lone families, which refers to their having female 
headship. These were the families in which the household head had either migrated abroad 
permanently or had passed away. Out of this group, none of the mothers felt they were 
supported by their in-laws. However, three said they received support from their parental 
family. Historically, studies in South Asia have revealed that negotiations of power for family 
related issues take place between parents in-law and daughters in-law (Vera-Sanso, 1999; Char 
et al., 2010; Bates et al., 2007). This may lead to the assumption that mothers living in less 
complex family structures may have a greater say in decisions. When I compared the mothers 
living in the various kinds of family structures with their reported decision making power from 
Chapter 5, it appears that, indeed, there was a majority of mothers (13 compared with 7 in joint 
families) from simpler family structures (nuclear or lone families) reporting greater 
participation in household decisions. However, the important question is whether decision 
making should even count as a predictor of greater power in the family because associated 
disadvantages cause considerable disempowerment for women. A good example is the matter 
of female headship, which is an indicator of extreme disadvantage (Chant, 2004, 2003). Even 
 
 193 
though a mother may be the decision maker of the family, a widowed mother who can hardly 
make ends meet is still restrained in this regard due to her circumstances.  
For joint and nuclear families there is another important matter - the support of the head 
of household (HH) for daughters’ education. This can become a strong barrier for mothers 
when seeking to provide access for daughters’ education. In the overall sample, a few family 
HHs (3) expressed that they did not support education for girls, whilst several other (9) said 
that they wanted their daughter to complete the schooling in which they were enrolled at 
present, but beyond that they did not want them to pursue education any further. Thirteen 
showed support, whilst seven wanted their daughters to complete high levels of education, four 
did not specify any level of education and three were happy with whatever their children chose 
for themselves. Socioeconomic factors would appear to have a bearing on these perceptions, 
which can be assumed based on the finding that a majority of the fathers who supported some 
form of education belonged to financially strong categories (13/23). However, several among 
these financial groups did not support education, or only backed basic schooling (5). A majority 
of these fathers explained that the risk of safety and opportunity cost relating to their daughters’ 
schooling was too high. These issues have frequently appeared in literature from developing 
economies (Chisamya et al., 2012; Chimombo et al., 2000; Ahmad & Neman, 2013; Perlman 
et al., 2016; Zuilkowski et al., 2016; Marphatia et al., 2019; Singh & Mukherjee, 2018) (see 
detailed discussion in Section 2.3). The various contestations between educational support for 
daughters and the household relationships can be understood clearly with the help of an in-
depth analysis of some of the stories that represent these positions. Accordingly, in this chapter, 
the four cases of Nusrat (Household 04), Wajeeha (Household 50), Tehmina (Household 09) 
and Kulsoom (Household 50) are selected for deeper exploration. Nusrat reports to have strong 
decision-making power in her family (lone family); however, she does not receive any support 
from the head of her household (her brother). Wajeeha belongs to a joint family but has no 
decision-making power in her family. Wajeeha’s head of household (father-in-law) only wants 
her daughters to complete the schooling they are enrolled in. As becomes apparent after my 
analysis, both of these cases can be interpreted together based on the application of the silences 
approach.  Tehmina lives in a nuclear family and reports power over household decisions. Her 
head of household (her husband) only supports education up until primary school. Kulsoom, 
on the other hand, only participates in minor family decisions and lives in a joint family, whilst 
her husband fully supports their daughter’s education. Again, Tehmina and Kulsoom’s cases, 
though different from each other, are similar when analysed through the idea of silences. The 
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selected cases provide diverse aspects of women’s family relationships and their efforts for 
their daughters’ education.    
I. Interconnections Between Aspirations, Agency and Structural Constraints: From the 
‘Capacity for Action’ (Agency) to Goal-Oriented Navigation 
Research has shown that the relationship between women’s agency and their 
opportunity structures are not always confrontational. Despite women encountering 
intersectional oppressions relating to poverty, class, ethnicity and location, they are able to 
navigate their agency; however, these narratives remain in the main overlooked (Hussain, 
2019; Kirmani, 2011). This is particularly important in the case of rural households in South 
Asia, where family units take a central place in the societal makeup. In such a background, it 
is not just the mothers’ characteristics, and their agency that are relevant, but also, the social 
context and the negotiations that this entails. Going forward, there are two things that I aim to 
accomplish through this chapter. Firstly, agreeing with Dejaegere (2018), I argue that agency 
and structure exist in a dialectic relationship with each other, where even if they oppose each 
other at times, their relationship is evolutionary in nature. Secondly, I argue for the gaze of the 
researcher to shift reflexively towards her/himself, becoming what Fricker (2003) calls ‘a 
responsible hearer’ (p. 157). I propose that the researcher adopts an epistemic paradoxicality 
of sorts in interpreting the silences maintained by mothers. An epistemology in which silences 
are articulated as paradoxical, abandoning the globally popularised binary of silence as 
violence and voice as power (Parpart and Prashar, 2019). To illustrate this approach, I apply it 
to the narratives of mothers and show how silences are sometimes used as instruments to enact 
agency in conditions of oppression.  
6.2 Mothers and their Agency for the Pursuit of their Aspirations 
Nuanced attention is required to understand how mothers are able to pursue their goals 
and gain agency; a capacity for action. This does not happen in a vacuum, for rather, a part of 
a system of relationships. They navigate these relationships through their capacity for action, 
even in adverse circumstances, as they attempt to shape their daughters’ education. But how 
do mothers exercise this capacity for action, especially where they meet opposition? It is 
important to note that gender relations in the household can create power asymmetries and 
hence, to negotiate for their daughters, mothers must navigate this power. A few studies that 
assess women’s power have explored the nuances of these relationships, thus providing 
understanding of how different resources get translated into favourable outcomes. Regarding 
which, Kabeer (1999) argues that studies of women’s power often consider the measure of 
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mothers’ access to land, ‘but [they] seldom reflect on the pathways by which such “access” 
translates into agency and achievement’ (p. 443). The arguments presented in Chapter 5 raise 
this point succinctly: that possessing certain characteristics, such as education or decision-
making power, are only a prelude to the processes and modes that transform these 
characteristics into power and the capacity for action. In this chapter, I take up the task of 
exploring if/when/how mothers navigate their power by seeking their goals for their daughters’ 
education.  
6.2.1 Understanding mothers’ agency as their capacity for action 
As noted above, it is imperative that I explore the kind of power mothers navigate 
before discussing their agency. The exercise of agency is a function of the distribution of power 
in a society, with the two notions thus being interconnected. If that were not the case, 
supporting their daughters’ education would be a simple process of taking calculated steps in 
a specific direction. However, as seen in the stories of mothers discussed in the previous 
chapters, this is not generally the norm. Hence, understanding mothers’ agency lays the 
foundation for exploring the unique pathways mothers create to achieve their goals.  
According to Kabeer (2005), the interconnection between agency and power is one 
element within a broader understanding of empowerment, and I address agency without 
conducting a complete conceptualisation and analysis of empowerment. I first draw on agency 
as an aspect of empowerment, because it appropriately describes mothers’ efforts for their 
daughters’ education in the context of the rural communities in the sample. Second, 
empowerment is a broad concept described as ‘having the ability to make choices’, which 
encompasses resources, agency and achievement, whereas disempowerment means ‘to be 
denied choice’ (Kabeer, 2005, p. 13). Mothers in the study were not able to make strategic life 
choices for themselves consistently, but they did gain the ability to work toward specific goals 
by adapting to their circumstances, which rarely involved active resistance to gendered norms. 
This means that, whilst efforts are visible in their capacity for action, they are less so in their 
resisting of the established order to bring about systemic change. What this exploration of 
agency aims to do, therefore, is to show that these efforts count and could bring social change 
in the future. In sum, understanding mothers’ capacity for action through their efforts for their 
daughters is an important step in understanding the slow process of social change, which may 
or may not lie within the logic of empowerment, as understood through Kabeer’s lens.  
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To elaborate on this particular capacity for action, I draw from Mahmood’s (2006) idea 
of agency: women’s ‘capacity for action’ (p. 33). Mahmood, as discussed previously in Chapter 
2 (Literature Review), discusses the formation of agency with women who live in historically 
gendered and culturally complex environments.  For such women, according to Mahmood, 
agency takes the form of response rather than resistance to hegemonic norms. This articulation 
of agency resembles Kabeer’s (2005) description of agency as ‘a process by which choices are 
made and put into effect’ (p. 14). When mothers put their aspirations into effect by performing 
actions of support, they show a form of agency, which aligns with both Mahmood and Kabeer’s 
perspectives. 
I agree with Kabeer’s approach to agency generally but refrain from analysing 
empowerment. I have adopted this strategy because of the differentiation Kabeer (2010) makes 
between agency and empowerment: ‘Agency for me is the operationalization of choice. Just as 
all forms of choice are not empowering, so too there is nothing inherently empowering about 
the exercise of agency. Agency is relevant to empowerment in so far as it represents the 
operationalization of strategic choices. It encompasses both consciousness—what I have called 
“a sense of agency” or “the power within”—and practice’ (p. 17). Now, as much as concern 
for ‘consciousness’ and ‘power within’ are important for research with women, I understand 
that epistemological limitations do not allow researchers to make claims with certainty. This 
leaves space for interpretation and allows the flexibility to engage with the multiple ways that 
agency and empowerment feature in the lives of women. 
Additionally, depending on the prevalent conditions in terms of compliance with 
gendered norms, there sometimes is an absence of resistance or action and women must thus 
make adjustments. This does not always align with the Eurocentric feminist logic, which calls 
into action resistance against domination. As explained previously, cultures and societies with 
non-liberal traditions are often unfamiliar with these modes of resistance. Given this 
background, the efforts of the mothers in this study are best examined using Mahmood’s 
‘capacity for action’. An added benefit of this viewpoint is that it shines the light on women as 
actors, as opposed to their acts of resistance. Mahmood supports this view, stating that she sees 
‘agency not as a synonym for resistance to relations of domination, but as a capacity for action 
that historically specific relations of subordination enable and create’ (2006, p. 33).  
Alongside acknowledging patriarchal norms, this understanding puts more emphasis 
on women’s ability to develop a capacity for action that enables them to put their aspirations 
into effect. This understanding is important, because it creates a space for recognising the 
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different ways women show their power - a space that is broad enough to accommodate the 
efforts of the mothers in this study. As discussed earlier, this kind of agency does not make 
demands for ‘active’ resistance to the established order. I argue that this absence of ‘resistance’ 
can be described as constructive ‘silence’ - the absence of voice, aspirations and/or actions - 
and ask whether it is morally ethical to view the absence of voice, aspirations and/or actions 
(silence) as positive or even empowering? Below I elaborate upon these two issues. 
6.2.2 Proposing the enactment of agency through silences and voice 
The articulation of agency as a capacity for action brings forth a multidimensional 
understanding of silences. Questioning the conditions under which mothers construct pathways 
without compromising the pursuit of their goals or contesting the social order is necessary. One 
way to explore how mothers maintain this balance is to explore the social conditions in which 
this exchange occurs, as they ultimately determine whether or not the ensuing silence is 
empowering. For example, if the mothers use silences and voice strategically to cope with 
difficulties and create useful ways of reaching their goals, then their efforts could be seen as 
empowering. However, the ethical concern about envisioning silences as expressions of power, 
especially while researching women, cannot be disregarded. In the following section, I will 
discuss how, with the help of certain methodologies, silences can sometimes be viewed as 
power without disregarding the presence of oppression.  
6.2.3 Conceptualisation of empowering silences  
 To conceptualise silences and voice as empowering, it is necessary to move away from 
the binary description of silence as inherently oppressive. Here, silence is not only used to 
‘juxtapose voice’, for it is seen as a complex phenomenon that may have both oppressive and 
empowering effects on the subject (Sylvester, 2019, p. 20). In this study, I propose a careful 
investigation of the mothers’ domestic conditions to explore whether they make strategic use 
of silences and voice to achieve their goals. An in-depth narrative analysis of the conditions is 
needed to create this complex understanding and to reveal whether silences were formed to 
seek and achieve goals or were caused by oppressive hegemonic norms.  
 I describe silences and voice figuratively to show the manipulative absence of 
aspirations, speech or actions (silences) and their intended presence (voice).  Incorporating 
silences in this way is appropriate for this sample, because the capacity for action (agency) is 
produced amongst women who live under ‘historically specific relations of subordination’ 
(Mahmood, 2006). As discussed in Chapter Two, mothers in Pakistan live in a historically 
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patriarchal and patrilineal society and such conditions are likely to create modes of 
communication in which silence sometimes takes the form of a language. Diba, who is one of 
the mothers from Virasatpur (Hh-44), shares her experience:  
 ‘If I need something, I make sure he [my husband] gets it. See, when we went to see my 
mother, I was angry at him, so I stayed quiet all the way. He kept asking me, if something 
was the matter… Another time we went to the market and I saw a purse. I really loved it. I 
didn’t tell him but went quiet again. When we came back, I told him that I wanted to have 
that purse. He went to Kohat the next day for a job and brought back two purses for me.’  
 Whilst not a common example, Diba’s statement suggests that silences sometimes are 
deeply embedded within cultural traditions and can become a powerful and effective means of 
communication. These silences may have been conceived under conditions of historic 
inequality, but when used to achieve goals they become a means of expression in themselves. 
Such instances invite a paradoxical understanding, which does not simplify silences into what 
(2018) calls the ‘silence/voice binary’, that is, where silence is necessarily seen as oppression 
and voice as agency (p. xiv). She reiterates that silences need to be understood in their 
complexity, taking account of those who experience them and the contexts in which they are 
generated. This is particularly important in the case of mothers’ efforts for their daughters’ 
education, for they sometimes use silence as an active strategy to avoid harm or build support 
for future action, as will become apparent in the stories of mothers presented later in this 
chapter. For now, Diba’s comment serves as an example of the empowering use of silence. 
However, given that women have historically been silenced, can an empowering view be 
ethically justified?  
 Feminist works articulate women’s power as something that ‘emerges from within’ and 
something ‘that is inherent in us, as the power to grow is inherent in a seed’ (Starhawk, 1987, 
p. 8)’. This idea can be viewed as the anatomy of power, which explains how it acts when 
conceived in a woman’s being. Examples of this power can be observed in the reactions of 
some mothers in my study, who keep the dreams for their daughters alive, no matter how bleak 
the future appears. Again, Diba (44) is a good example. Living in a resource-poor house, she 
enrolled her daughters in school even when her husband objected. However, despite the efforts 
her daughters refused to go back to school after a couple of years, because of issues with the 
quality of their education. Even after this setback, Diba’s power from within did not allow her 
to admit defeat.  She enthusiastically discussed her plan for enrolling her younger son in school. 
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Stories such as Diba’s are a reminder that mothers create their pathways in unique ways in 
society. Because of this, they are seen as knowers in the quest to understand the social processes 
and modes through which they gain agency.  
 Nevertheless, an investigation of silences as power should not let one ignore the 
detrimental and disempowering dimensions of silence. Concerns about women’s oppressive 
silences have rightfully been a cornerstone of mainstream feminism (Gilligan, 1993; Madhok 
et al., 2013; Olsen, 1978). The modes of breaking these silences, as seen in the first and second 
waves of feminism at that time and in that sense, helped women lay rightful claim to their 
position in society. The disempowering aspect of silences can be related to Sen’s (1990) 
concept of adaptive preferences. He describes adaptive preferences as the lowering of 
preferences by women who live under conditions of historic disadvantage. Sen argues that 
exposure to maltreatment forces women to lower or adapt their preferences to the limited 
opportunities in their lives, thereby accepting gender discrimination in the social order.  
Whilst I acknowledge that silences may be an adaptive preference in the face of 
oppression, I am uneasy in making this assumption without examining the contexts in which 
they occur. I base this perspective on the criticism offered by Agarwal (discussed in Chapter 
2) and the distinction Khader (in Cudd, 2011) makes between various forms of adaptive 
preferences. She differentiates between negative and positive adaptations, arguing that women 
sometimes adapt because of their existing social conditions and that they may reverse their 
actions when conditions improve.  
I aim to create a space where silences can be interpreted in an empowering or an 
oppressive sense, thus moving beyond the silences/voice binary towards what Parpart and 
Prashar (2019) call ‘a more complicated understandings of silence’ (p. 4). An advantage of this 
understanding of silences (intentionally plural) is that it makes visible their productive use and 
voice by mothers located in a historically patriarchal, but culturally rich and complex society. 
6.2.4 Proposing a methodological move to avoid the ethical concern of falsely 
representing silences as a heroic condition 
As a paradoxical understanding of silences and voice is presented, some ethical 
epistemic issues also emerge. For example, how does one ensure that the voices of the 
participants are not misrepresented? Pointing to this issue, Hansen (2019) states, ‘The 
challenge … is to reconstitute the dichotomy [between silence and voice] not by reversing it, 
that is to make silence appear as the heroic condition, but by moving it to a non-binary 
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distinction thereby enabling other possibilities than “speech” versus “silence” (p. 27)’. This 
view encourages the researcher to recognise that silences can be read in multiple ways. Hence, 
if the researcher interprets silences in a certain way, she/he must acknowledge that there are 
other ways they may be interpreted.  
Hansen (2019) suggests that the researcher should not provide only one credible 
interpretation of silences, but rather, conduct multiple contextualised representations and then, 
‘put those readings in conversation with one another’ (p. 33).  Recognising that ‘the silent 
subject is not resting within a text, image, bodily move or artefact, thus there to be uncovered, 
the subject appears through our reading of this silence’ (p. 34). Taking Hansen’s advice, I first 
show an oppressive hearing of silences and voice, followed by a hearing of mothers’ 
empowering and strategic use of the two to gain agency. These two contrasting readings 
highlight the importance of the conditions in which silences are generated. Through this 
contextualisation, the situations in which silences are manifested are thus distinguished 
between oppressive and empowering. Before applying these readings of oppressive and 
empowering silences and voice, I will map the network of social relations and the support (or 
lack thereof) they provide to mothers.  
II. Mapping the Network of Social Relations 
The aim of this section is to map the network of support (or lack thereof) available to 
mothers. The identified categorisations guide the mapping across the overall study, such that 
specific cases can be identified for in-depth analysis. This will lay the groundwork for the third 
part of the chapter, in which a reading of silences and voice is applied to the stories of some 
mothers. The support systems available to them include their own families, in-law families, 
household heads and other relationships that have a bearing on their decisions to support their 
daughters. 
6.3 How Are Social Relations Important for Mothers? 
Mothers’ efforts to support their daughters’ education, especially in rural communities 
in Pakistan, are shaped by the relationships in their lives that have the power over household 
matters. These close relationships may involve family members who reside with them, most 
often the household head, who has more influence in family matters. In this study, the term 
‘social relations’ refers to those relationships that have an impact on the efforts mothers make 
for their daughters’ education, which range from decision-making in their families to their 
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actions of support of their daughters’ education. Mothers’ most influential social relations are 
their family relationships, especially with those who co-reside.  
Generally, kinship is defined as a network of relationships, based on blood-ties, 
marriage or socialisation (see Knight, 2006 for kinship). Seen in this light, Pakistani society is 
classified as patrilineal and patriarchal in nature (M. Latif, 2013; Mohey-ud-din, 2017; 
Ambreen and Mohyuddin, 2012). ‘Patrilineal’ means that the family will be traced back to the 
male kin. That is, that children of one family will carry the name of their father or, later in life, 
their husband. The term ‘patriarchal’ implies that the family head will be male. Most of 
Pakistani society is organised in this manner (Alavi, 1971; Latif, 2013; Latif, 2009), which 
means that, at the household level, dominance is traditionally assigned to the male family 
member, generally referred to as the head of household. 
Scholars have highlighted the complexities of household headship as an indicator of 
power (see for example, Kabeer, 2015; Chant, 2008). In terms of mothers’ efforts to influence 
their daughters’ education it is important to know who the household head is and how that 
impacts on women. I address this concern to see how household authority is assigned. The 
mother’s efforts are likely shaped by the support she receives from family members who live 
nearby and/or have a say in their family matters. Accordingly, in the following section I discuss 
family structures and relationships, as well as what support is available to mothers from their 
household heads.  
 6.3.1 Mothers, their familial relations and support 
  Analysis of family structures revealed that mothers were living in three types of 
families based on a co-residence status: nuclear families, joint families and lone single parent 
families (see thematic map in Figure 6.1). As abovementioned, this categorisation is aimed at 
providing a mapping of all the participants in the data so that a careful selection can be made 




Figure 6.1: Mothers’ relationships and family structures 
 
Joint families are those in which related families reside with the mother and her own 
family. Various types of such are visible in the data: lineal joint families (mothers living with 
their parents-in-law); collateral joint families (mothers living with their husband’s brother(s) 
and their families); and supplemented lineal families (mothers living with their in-laws and her 
husband’s unmarried and/or married siblings).  
Whilst the traditional definition of joint families is based on the number of generations 
residing together (Bailey, 1960; Madan, 1962), the families in the sample were generally 
formed on the basis of shared sustenance. For example, siblings living together because of a 
shared source of income, involvement in the same trade, or the pooling of income to provide 
sustenance are deemed such families. However, there are complexities because of which this 
may not hold true in all the cases and this will be discussed later. Nuclear families are those 
where the mothers live with their husbands and children, whilst lone families are single-parent 
households (usually a widowed female), with normally mother as the functional household 
head. These categories give an idea of the different support mechanisms available to mothers, 
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as seen in Figure 6.1. For example, mothers who live in joint families often receive no support 
from their co-residing family.  
Further analysis reveals nuances in the provision of support and therefore, in the 
distribution of power. For example, greater power was generally enjoyed by the family member 
with responsibility for distributing income within the co-residing families. For example, in 
Asiya’s (Hh-01) collateral joint family (four brothers living together with their families), her 
elder brother-in-law Arshad was responsible for distributing income by the other brothers and 
he would fairly distribute the money between them. This mechanism gave Arshad the highest 
position among the brothers. Moreover, because of Arshad’s responsibilities, his wife also 
enjoyed the most power among the women of the house. 
This mechanism challenges the view that family members gain power when they earn 
income and contribute to family expenditures. In Arshad’s case, he did not earn a wage, but 
was unanimously given the authority to distribute the other brothers’ income within the family. 
Similarly, the authority Arshad’s wife enjoyed was also a consequence of this devolution of 
power. Power and authority were different in other families. For example, some pooled their 
resources, whilst others did not and each family took care of their own needs. From this 
perspective, the nuclear and lone families were only looking after their own family units.  
It is evident that the role of family relationships in providing support and authority is 
much more complex than traditional kin relationships would suggest. Additionally, the 
boundaries of kinship based on residence or blood ties were blurred, as mothers often got help 
from female companions, who included relationships formed through blood, marriage or 
friendships. For example, Bushra (mother in household 37) lived with her sister and was 
supported by her; Fizza’s (mother in household 77) mother supported her efforts for her 
granddaughters’ education; and Riffat’s (mother in household 22) sister-in-law helped her by 
providing strong support for her niece (Riffat’s daughter). On other occasions, neighbours 
supported mothers by giving them emotional support. Maria explains, for example, that her 
neighbour is ‘like a sister. We take care of each other and support each other’. Having explained 
the types of family structures mothers live in, I will now elaborate upon the specific support 
available from the household heads and further discuss the various family situations. Through 
this discussion, I aim to highlight the implications of such support (or opposition) for mothers’ 
capacity for action.  
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6.3.2 Mothers and support from heads of households 
 Through my analysis of the support mothers get from the household heads in furthering 
their daughters’ education, it is evident that many had very limited or no support. In fact, many 
household heads actively resisted the mothers’ efforts for their daughters’ education. A 
majority of household heads had concerns about their daughters’ safety when travelling to 
schools located far away (this has also featured strongly in Purewal and Hashmi's, 2015, study 
in Pakistan). Figure 6.2 is a thematic map indicating the level of support household heads 


















Figure 6.2: Support from household heads 
*four cases have been excluded because there were no data 
III. Applying the Silences Voice Readings to Mothers’ Stories: Identifying Oppressive 
as Well as Empowering Silences  
In this part, I discuss one way in which mothers’ agency can be read, that is, through 
the silences and voice narratives. Being cognisant of Hansen’s warning that multiple readings 
should be made to capture both oppressive and empowering silences, I provide two complete 
ones of the conditions under which mothers generate silences. One shows this experience as 
oppressive and deprived of agency, whilst the second reveals the empowering use of silences. 
Through these two readings, I demonstrate whether mothers are able to deploy silences and 
voice in a positive/empowering way that enables them to exercise agency.  
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6.4 Hearing Mothers’ Oppressive Silences Generated within a Network of Relationships 
The purpose of this section is to highlight the conditions which create oppressive 
silences. I aim to show the contrast between these and the conditions that lead to empowering 
silences. I draw on Nusrat (Hh-04) and Wajeeha’s (Hh-17) stories, both of whom experienced 
oppressive silences as they interacted within their network of family relationships. Whilst their 
stories reveal the implicit negative silencing that occurs when the social system 
disproportionately benefits the male family member, I argue that the dynamics are more 
complex and that it is too simplistic to assign the cause of their situations solely to a system of 
explicit patriarchy in which mothers are structurally disadvantaged. Nusrat’s story helps to 
explain on this. She lives with her five children, four daughters and a son (who is the youngest) 
in Chak Sangar, where access to education is relatively good.  
Nusrat’s husband abandoned the family when her children were young. She is now a 
seamstress and runs a small haberdashery from home. Five years ago, Nusrat left her in-laws’ 
home and moved into a house owned by one of her brothers, because she had very limited 
finances. When her wage-earning husband departed, she was confined to a life of deprivation, 
where she could not even send her children to school. Her decision to leave her in-laws’ family 
was based on a desire to have a better life. Since she moved, her brothers have helped her by 
buying groceries and other essentials and as she works from home, she does not have to 
completely rely on them. After moving to her brother’s house in Chak Sangar, she was able to 
enroll her younger three children in school.  
Her elder two daughters, who did not attend school in their earlier years, now study at 
a madrassah. When their teacher saw the girls’enthusiasm for education, she started tutoring 
them for free. As a result, both girls passed their primary and secondary school examinations 
and are now preparing for their first degree through an online teaching forum. It was surprising 
to see that Nusrat’s older daughters have clear plans for their futures. The eldest, Nazma, has 
chosen teaching as a profession and has been tutoring children alongside her own studies, while 
the second oldest, Nafeesa, is planning to open her own madrassah once her studies are 
completed and the third youngest, Naseema, wants to get an office job after completing her 
education. Nusrat’s situation shows her use of silences and voice in an empowering sense – 
silences when she was living with her in-laws and voice when she raised her voice and moved 
homes to seek a better life. However, it quickly becomes apparent regarding Nusrat’s situation 
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how non-oppressive silences induced through social relationships of one kind can easily change 
into oppressive silences.  
As noted, Nusrat’s daughters are very motivated to pursue professional careers and have 
clearly defined aims. Nusrat, however, has always restricted their development in keeping with 
the expectations of society. The youngest, Naseema, is the most disadvantaged, because her 
demands to step out of the house and pursue a male-dominated career do not coincide with the 
societal norms for daughters in a female-headed household (Alavi, 1991). Nusrat explains why 
she has not encouraged her daughter’s desire for a desk job:  
The younger one [Naseema] wants to get a job somewhere. She wants to progress and study 
more. She says she will observe full pardah [veil covering the whole body], but would 
prefer to get a job. The younger one wants to get a job too. [laughs]… I don’t encourage 
them for a job, but they want it. I just think that it is not too good for women to step out of 
their homes… they really long for it, but Allah knows best. I have my opinions and they 
have their own; Allah will decide what’s best. 
Naseema’s statement shows her dilemma. She openly discourages her daughters’ desire for 
employment, which would require them to leave home - a condition that does not match the 
social expectation that a girl will remain at home. Nevertheless, her wish for ‘what’s best’ to 
happen anyway is quite apparent. On a different occasion, Nusrat told me how she had actively 
discouraged her daughter Naseema from selecting science subjects at school, even after the 
teachers informed her that these subjects would open multiple career paths for her daughter in 
the future.  
The important point is that Nusrat’s case shows the complexity caused by women’s social 
conditions. In Nusrat’s case, the male patriarch is absent, she earns an income, yet the invisible 
social structures and her limited resources hamper her aspirations for her daughters’ education. 
One way of seeing Nusrat’s behaviour is in terms of self-surveillance (drawing from Bartky, 
2015), that is, self-policing acts that symbolise obedience to domination. That is, Nusrat 
conforms to hegemonic norms, because she has based her decisions on logic. Further reading 
illustrates this further. When describing her interaction with Naseema’s teachers, Nusrat said, 
In trying to persuade me [to let my daughter pursue science subjects], the teachers said 
that, because of not having experience of higher education [Nusrat had only completed 
primary school] I did not understand that choosing sciences would open up more 
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opportunities for my daughter, but I stood my ground because I had my reasons. See, 
with sciences she [Naseema] would need extra help and I cannot afford tuition. I knew 
that at some point it was bound to become very difficult. 
It is worth noting that she had practical reasons for circumscribing Naseema’s options 
by keeping her from selecting science subjects. Nusrat is aware of the limited resources 
available to her and her family. She earns just enough to support herself and her children and 
does not receive any assistance from her ex-husband. Her brothers have helped at times, but 
she knows that her resources are not enough to support an expensive education in the future. 
So, she chose to restrict present options that would lead to her daughters having a difficult 
future. She needs to look after all five of her children and to make sure they are supported 
consistently until they can look after themselves independently. This practical reasoning, 
however, does not diminish her intense aspirations for her children’s education, which is clear 
from her comment, ‘I don’t know why, but I yearn for my children to study’. She repeated the 
term shouq (loosely translating as a zealous desire) to explain her aspirations. She made it clear 
that girls’ education was more important than boys: ‘To be honest, I prefer education more for 
my daughters than my son ... Look, a boy can get by even if he does not have a lot of education. 
They have the freedom to go out and get a labouring job for themselves, but for daughters that 
is not possible’.  
Despite these views, Nusrat’s response to a certain type of education (sciences) and to 
work in a non-feminised workplace (such as an office) for her daughters was always negative. 
One explanation for her response is the intense societal limits on divorced or widowed women 
in terms of physical mobility (Alavi, 1991). Nusrat’s survival strategy is to submit to such 
demands and follow the social code, whilst also giving practical reasons for her choices. 
Whatever the reasons for Nusrat’s behaviour, her story shows how women are oppressively 
silenced when hegemonic norms are too strong for them to overcome. This, then, is an example 
of the oppressive silences social conditions can induce. 
Oppressive silences are evident in Wajeeha’s story too, but this time in her family 
relationships. Her story shows how family relationships can restrict a mothers’ influence on 
her daughters’ education. As I discuss later, it is clear that Wajeeha has not been able to either 
restrict or support her children’s options. Wajeeha resides in Chak Sangar, where there is 
reasonable access to quality schools and education. She lives in a joint family with her parents-
in-law and her children; her husband moved to Saudi Arabia in search of work a few years ago.  
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Conversations with Wajeeha revealed that she had been silenced, because she did not 
have any control over family decisions, especially those related to household spending. Her 
husband sent his earnings to his own father (Wajeeha’s father-in-law) to support the family. 
When I visited Wajeeha’s family, the parents-in-law welcomed me with Wajeeha joining us 
after some time. Her children, four daughters and an infant son, were in the same room during 
the interview. Wajeeha seemed withdrawn and only occasionally contributed to the 
conversation, which was predominantly led by her mother-in-law. The mother-in-law seemed 
to be interested in reciprocity, as she said, ‘We tell our story and want to listen to others’ stories 
too’. I understood this as a cue and prepared to answer questions about myself. Who I was? 
What do I do? Do I have children? Any questions I asked them also had to be answered 
reciprocally by me. I would occasionally drop in a question for Wajeeha, while visibly keeping 
my focus on the parents-in-law. Once trust was established, the family allowed me to interact 
with Wajeeha too. As Wajeeha opened up, she shared more details of her life, ‘[When I need 
something] I ask my husband, but he then tells me to ask my parents-in-law’, thus suggesting 
that the power actually resided with them.  
All of Wajeeha’s children were in school. Her eldest was in grade 10 and was doing 
very well. In Chak Sangar, where they lived, school was available up to grades 11 and 12 
(known as college in Pakistan). However, the grandmother made it clear that ‘we have an 
arrangement for children to study up until 12th so all of them will surely [do so], but beyond 
that it is not possible to continue. They will need to travel to the city, and we cannot afford that 
with many mouths to feed’. Wajeeha, on the other hand, said, ‘If you ask me personally, I want 
her [my daughter] to study further’. Because the power in her family oscillated between her 
parents-in-law and her husband, it was unlikely that Wajeeha’s children would continue school 
beyond year 12, even if she wanted them to do so. 
The examples discussed so far are aimed at illuminating the oppressive nature of 
silences when imposed through disabling social norms and practices. The important point to 
note is the complexities involved in how differently the social machinery works with mothers. 
Nusrat and Wajeeha were often silenced because the social structures did not allow them to 
pursue their goals as they desired, but one of them occasionally used her voice to bring a 
change, that is, when Nusrat used her voice to leave her in-laws when she saw that her family’s 
welfare was being compromised. When considering mothers’ present and future prospects as 
important elements in this discussion, it seems that the silences they experienced were mostly 
 
 210 
oppressive, whether reflected through their efforts to restrict their daughters’ educational and 
career opportunities, or in their inability to have their own opinions heard in their households.  
In the following sections, I will show that, regardless of the muting of voice that causes 
oppressive silences, some mothers are able to exercise ‘agency that negotiates highly 
disempowering circumstances constructively’ (Hutchings, 2018, p. xiv) by using their silences 
to transform structures of oppression into opportunities for themselves. In light of the 
complexity of Nusrat and Wajeeha’s cases, I present a narrative hearing of the stories of two 
other mothers, Tehmina (Hh-09) and Kulsoom (Hh-50), who were able to use silences in an 
empowering sense. Both of these mothers lived in restrictive conditions and relied on their 
capacity for action to achieve their goals. Tehmina’s efforts were geared towards the overall 
wellbeing of her children, including obtaining education, which they had been denied earlier. 
Kulsoom’s efforts were focused more on her children’s education, because she was financially 
and socially secure.  
6.5 Hearing Empowering Silences and the Exercise of Agency 
In this section, I explain how mothers navigate their conditions, using a combination of 
silences and voice strategically to achieve certain life goals. Their continuous efforts to reach 
their goals distinguishes their use of silences as an empowering practice. To illustrate this, as 
abovementioned, I draw on the stories of two mothers, Tehmina (Hh-09) and Kulsoom (Hh-
50). I begin with the story of Tehmina (Hh-09), whom I met in August of 2017. She spoke very 
calmly and deliberately. Tehmina had white hair and a face that showed signs of aging, but    
she somehow seemed younger than she appeared. After learning more about her, I realised that 
my instinct was right, she was in her early 40s and the early signs of aging were a consequence 
of a hard life of struggle. Tehmina was not in when I visited her home, so her daughter and 
daughters-in-law invited me inside. The family was very friendly.  
Tehmina has eight children, six sons and two daughters. The eldest two are married 
now and they live with her. The youngest son and daughter (ages 10 and 12) were attending 
school. The family did not appear wealthy, but they did seem comfortable. Their house was of 
a good size, with an open courtyard; the floors were cement, which was rare in that village. I 
learned that many people, including her older children, were earning for the family, which 
explained their prosperity. Tehmina’s husband, Tariq, was known for his bad temper. Her 
children told me that their family was together because of Tehmina and that she was able to 
deal with Tariq’s temper. Tehmina soon joined us.  
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Tehmina has experienced a difficult childhood because her parents died when she was 
very young. She lived with her uncle and laboured at the brick kilns and, therefore was not able 
to attend school and her sister was responsible for domestic chores. She says, ‘I have no 
memory of ever playing as a child’. Unfortunately, her adulthood was equally difficult. She 
told me about when she came to Chak Sangar for the first time as a new bride. Taking up her 
silence, she lived with the family until her child’s wellbeing was threatened. Her son contracted 
a skin disease, but her in-laws would not allow him to be medically treated. This led to her 
leaving their home and moving to her uncle’s village with Tariq and her children. The couple 
lived with her uncle and when their son Tufail’s disease was cured they moved from village to 
village working at the brick kilns, saving money to build a better future.  
Whilst Tehmina did not say as much, her children told me that Tehmina was their future 
planner and the strength of their family. She had saved and invested in local micro-credit 
initiatives, borrowing to pay the instalments, and then paying people back systematically and 
trading in small cattle until they had enough to buy land and build a house in Chak Sangar, 
where they live today. Tehmina also kept Tariq motivated to share her dreams for the family. 
She explained:  
I know in my heart, I have faith that my dreams will come true, that Allah wills it for 
me, but I have to work hard to reach my dreams. I also know that I have to be patient 
and forgiving. I keep telling my children to have a ‘big heart’, that is, to be forgiving 
and to keep working hard and have faith that things will work out well… Me and my 
husband have remained united. We have survived through these times like a clenched 
fist [shows her fist]. No matter how hard times were, even if we had to fight, we never 
lost sight of our shared targets. If we had less and could not eat enough, we would not 
complain or beg… Sometimes my husband used to complain that people eat better, 
wear better, but we never have enough. I used to make him understand that whatever 
we eat [lavishly] or wear has no value compared to what we can make of ourselves, if 
we save. So, he listened to me and agreed. 
There are silences in being patient and restraining oneself from buying, eating and 
doing what one pleases. At the same time, there is voice in continually working hard to save 
more. Using this strategic combination of silences and voice, Tehmina has been successfully 
building a better life in which her children can live well and have access to resources, including 
education. During the time when the family did not have a house, her elder six children had 
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dropped out, but as soon as she was able the youngest two daughters and the son were enrolled 
in school. Tehmina’s pride in educating her children and acquiring the skills for survival are 
apparent when she said, ‘I am always grateful to God. My children have inherited the desire to 
learn and work hard. They all learn and are working’. Her original circumstances did not allow 
many opportunities for her children, including educational, but she worked hard to change her 
circumstances. She said, ‘I don’t know whether they will have many opportunities in the future, 
but I have put the younger ones [including her daughter] in school. The older ones could not 
go as children and now their time has passed, but I want my younger ones to study’. Her 
children shared her belief in learning and hard work. For example, her son was adamant about 
his younger siblings completing school. He would often counsel his siblings to motivate them 
to continue their education. Discussing this, his wife said, ‘My husband shows his hardened 
hands to the younger ones and says, “Look at my hands, look what they have become with the 
tough manual work. Study today so that you can avoid this future”’.  
Today, Tehmina does not have any blood relatives of her generation. Her only sibling, 
her sister, died very young, but she has the admiration of her children and their spouses. 
Tehmina’s family has also earned the respect of her in-laws, something she never had before. 
Giving Tehmina credit for her efforts, her daughters-in-law said, ‘In all honesty, this house is 
united because of our mother-in-law. Our father-in-law is very short tempered. Even now that 
the sons are married, if he does not like anything, he will get angry and stay like that for days. 
We think she did everything all on her own. The way that she keeps all of us together is 
something that our father-in-law may have never managed to do’. From the way events have 
unfolded in Tehmina’s life, it seems she has been the main force behind the stable family life 
they have today. Had she not worked tirelessly to improve her family’s situation, the family 
most likely would not have achieved financial independence.  
When Tehmina was vulnerable, with an ailing son and a lack of income, she assumed 
silence, waiting, reflecting and planning for a better future. She did not protest or fight for 
family money to be spent on her son’s treatment. She knew that her financial situation and her 
husband’s inability to contribute to the extended family would not help her cause. She silently 
built an alliance with her uncle, agreed to work with him at the brick kilns in her ancestral 
village, and quietly migrated there. Once her son was well enough, she had the freedom to 
relocate in search of better opportunities. Since her skill was brick work, the couple kept 
moving from village to village in search of work.  
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Using her voice, Tehmina had created and managed networks within her communities, 
investing in informal local micro-credit initiatives and gradually acquired enough savings to 
buy land. It took her 25 years, but she had the patience (silence) and the ability (voice) to lead 
her family and keep working toward her goals that would ultimately give them stability. Like 
Tehmina, Kulsoom sought an education for her daughter by using silences and voice 
strategically, but she followed a different path. In the following subsections, I will describe 
Kulsoom’s story from the perspectives of silences and voice, exploring how they were used to 
achieve her goals. Kulsoom is education-focused and devises unconventional strategies to 
achieve educational goals for her children. For example, her son sat for exams through a girls’ 
school, because his own school refused permission to go to the examination centre. She did 
this to guarantee that her son did not miss a whole year of school.   
When I met Kulsoom, she was sitting on a charpai (cot) and conversing with some 
other women, whilst a man stood beside her. The group dispersed when I greeted Kulsoom, 
and she invited me to sit with her. Kulsoom had a cheerful demeanour; she often found the 
conversation amusing and would laugh. From her disposition, one could not guess that her 
childhood was riddled with adversity. Her father had owned a truck and transported fruit to 
stores, but he lost his vehicle after a tragic accident, and that is when their downfall began. 
At that time, there were two children in the family, Kulsoom and her younger sister. 
After losing his business, their father fell into a depression and argued frequently with his wife. 
The mother would occasionally go to her parents’ house when things got unbearable and return 
when the situation improved. Kulsoom remembers her childhood days being divided between 
her father’s and her grandmother’s house. She is a keen learner and talks about being enrolled 
in school, while at her grandmother’s house, but having to miss school when the family 
returned to her father’s house. Because of these disruptions, she only completed three years of 
school. When Kulsoom and her sister became adults, they forbade their father to ever hurt their 
mother again. She says things improved, the family reunited and after a couple of years their 
brother was born. 
Kulsoom married young at 16. She recalls, ‘I was so young. I was skipping a rope when 
my mother-in-law asked for my hand’. Kulsoom remembers that she was quite confused when 
she got married. She could not see herself gaining any power within the family, because her 
older brothers-in-law had been married for some years and their wives had overall 
responsibility for the home. She decided that she had to find a way to make herself 
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acknowledged. She saw that the women ruled the home based on their skills in the kitchen. She 
said, ‘When I got married, I thought, if I can’t cook, everybody will then try to dominate me, 
so I decided to learn. Nobody taught me. I am a keen observer, so I looked at them and learned’.  
There was silence in waiting patiently and learning at the same time. Soon after, she 
started cooking for the family, gradually gaining recognition and respect for her culinary 
abilities. Her neighbour, who was sitting with us during the interview, added, ‘We sometimes 
laugh that she could very well run a cooking show. She can make so much taste with her hands’. 
The brothers-in-law and neighbours asked her to cook for them when they had special guests. 
Her fame spread far and wide. Confident of her skill, she invited me to eat with her. She said, 
‘Once you eat my food you will tell others, and people outside of this village will also know 
how skilful I am” [then, of course, she giggled]. 
Unlike Tehmina, whose capacity to plan and save gained her the power to achieve her 
aspirations for her children, Kulsoom acquired this ability by rising in status in her family 
through knowledge. They were quick to realise that Kulsoom was very wise, and over the years 
she assumed the position of the family counsel. Her brothers-in-law held her in very high regard 
and would not decide matters before seeking her opinion. It happened that, when I arrived I 
had interrupted a business counselling meeting Kulsoom was having with one of her brothers-
in-law.  
Kulsoom explained, ‘My brothers in law respect me very much. They come to see me 
at the end of each day. When they visit, they make requests to taste my food even if they have 
eaten at home’. It was quite clear that Kulsoom gave sound advice and this had greatly 
contributed to her position in the family. The family also cared deeply for her health. Kulsoom 
had recently lost her brother in a car crash and was grieving for him; she was hypertensive and 
would often fall into a depression. She explained that her doctor had advised her against visiting 
people to receive condolences while she was grieving her own loss. This was one reason why 
her in-laws were so concerned about her health.  
Kulsoom appeared to be a very positive and energetic person. She had struggled 
through loss and poverty but could laugh heartily and find hope in seemingly hopeless 
situations. She told me that she had lost a baby very early in her marriage and had only 
conceived again after six years. She has three children now, two sons and a daughter. Because 
of the difficult pregnancies, the children are very precious to both parents, especially their 
daughter Kiran. Kulsoom has dreams for her children, explaining that, ‘Baji [elder sister] 
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mothers have so many dreams for their children [laughs]. I tell them to study, because only 
then can they become someone’. To achieve her aspirations and make her dreams come true 
she actively follows her children’s educational progress. Affirming that she said, ‘I tell them 
to just study. I will work and do everything. I will not ask anyone [of you] to help with work 
outside or inside the house; just study’. Perhaps based on her own childhood experience, she 
feels that her place as a mother is an important and responsible one, which is made clear from 
her saying:   
[if the mother dies] all men [fathers] can do is go out and work, if they go out how will 
the children eat? See, fathers can’t hurt for their children as much as mothers do. With 
fathers, the children are left at the mercy of others; the children roam about hungry. If 
a man earns less, the wife makes sure that it is used appropriately, and everyone is 
looked after. No man can make less into more; only women can.  
One hearing of Kulsoom’s story gives an impression of empowerment. She appears to 
have done what she claims, to ‘make less into more’, using her silences by waiting and learning 
until she was not just able to voice her opinions, for they also had become valued by her in-
laws. However, her attempts to gain respect by choosing gendered jobs (like cooking) touch a 
very sensitive chord within certain feminist debates, because such tasks have been historically 
used to limit women’s outside work opportunities. However, no matter how valid such claims 
maybe, by situating oneself in Kulsoom’s position, one is urged to accept other opinions. Could 
it be that she is finding her pathway by accepting the ‘rules’ of society and using them to her 
benefit? This kind of hearing is supported by Held (1993), who claims that mothers’ unique 
experiences provide insights into power that are very different from the masculinist 
understanding of power as an instrument of control (see p. 209).  
Through my discussions about Tehmina and Kulsoom, I have elicited that mothers 
create pathways to achieve their goals by sometimes assuming silences and at other times using 
their voice, in the figurative sense, to reach their valued goals. To interpret silences, it is 
essential to to undertake a complete contextual analysis of the conditions under which they 
occur.  As found in Nusrat and Wajeeha’s cases, when conditions are challenging, the use of 
silences and voice can indicate oppression. However, in Tehmina and Kulsoom’s cases, it is 
evident that they focused on their goals and strategically employed a combination of silences 
and voice to achieve these. The key difference is in their ability to remain focused on their 
goals and assume silences for the cause. This capacity for action, as discussed earlier, can be 
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seen as their agency. Thus, it can be concluded that mothers sometimes use silences and voice 
strategically to exercise their agency.   
I have demonstrated how valuable it is to hear silences and voice and how it should be 
an important component of a researcher’s methodological toolkit, as it can bring insights into 
women’s expressions of agency that would otherwise be invisible. Such a hearing has the 
potential to expand our understanding of women’s efforts for their daughters’ education. It 
offers an alternative understanding of a ‘submissive female’ as a person who may be reacting 
in ways not visible to a researcher who does not apply the right tools to see it. Knowledge of 
the role of silences and voice allows for to investigation of their context, thus revealing their 
potential empowering effect. This raises new questions in the field of gender relations.   
To explain what is meant by ‘new questions’, take the example of British author 
Charlotte Bronte and her renowned novel, Jane Eyre, published in Britain in the Victorian era. 
Through her novel, Bronte gained fame as a revolutionary feminist, because her work was seen 
as decades ahead of its time. Her protagonist, Jane Eyre, was a strong opinionated female, who 
valued her own instincts, made decisions for herself and resisted all approaches from men, only 
surrendering to love with a person she desired. This depiction of a strong, intelligent and 
opinionated female was alien to Victorian Britain, where women were considered naturally 
inferior to men, with their limited intelligence and sense of self, which is why Bronte published 
her work under a male pseudonym (Watson, 2015). If we were able to apply the silences and 
voice hearing to Bronte’s characters, we would ask different questions. Instead of assuming 
that her work was ahead of its time, we would ask, what if women have always protested 
against restrictive gendered conventions and Bronte represents some of those women of 
Victorian England? How do we account for such reactions, which may not be visible in the 
same way as conventional methods of resistance and protest (including Bronte’s way of 
writing), but could have materialised in other ways?  
This interpretation of women’s efforts is also seen in my hearing of the mothers in the 
sample, where they are not seen as inadequate, but rather, as active participants in their lives, 
each following her own unique pathway. In the next chapter, I will analyse what capabilities 
mothers develop and the motivations behind their pursuit of education for their daughters. The 
motivations can be understood by exploring mothers’ perceptions of the gain education brings 
and what they envisage for their daughters’ future that keeps them focused on this goal. 
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6.6 Concluding Remarks 
 In this chapter, I have discussed the importance of the social contexts within which 
mothers’ aspirations and their actions for their daughters’ education are situated. I have 
achieved this by addressing the third research sub-question: What are the pathways by which 
mothers living within their network of relationships achieve their goals and exercise a 
capacity for action? I found that within a network of social relationships, mothers sometimes 
create their pathway by making a strategic use of silences and voice as a way to cope with the 
present and to work towards the future. These pathways are unique to each woman, consisting 
of the decisions and directions they take as they interact with their social environments. It 
should be noted that, with the help of the discussions in this chapter, the focus has been 
redirected to the mothers’ perspectives and their efforts.  
Using a silences and voice hearing of mothers’ stories, I have been able to reveal 
important insights into their ability to create pathways to improve their daughters’ lives and 
educational prospects. I have argued in favour of creating space for an alternative 
understanding of mothers’ expressions of agency by hearing their stories through their use of 
silences and voice. I have suggested a complex understanding of the modes of agency in which 
silences can be interpreted as either oppressive or empowering. In doing so, I have touched on 
some feminist concerns about misinterpreting women’s oppression as heroic silences. As 
explained in the chapter I have pursued this sensitive project in order to highlight the diverse 
experiences of women who navigate power difficult and gendered circumstances (see Hansen, 
2019). Taking this thread forward in the following chapter, I will move beyond the silences 



































Chapter 7: Deciphering Mothers’ Perceptions of the Value of Education and the 
Emergence of Negative Capability 
Introduction  
Chapter 6 highlighted the importance of the agency mothers exercise through their use 
of silences. In this chapter, I will extend this line of argument to show how, by adopting various 
strategies, some mothers successfully transform their conditions and secure a promising future 
for their daughters’ education. These strategies are evident in how they retain their aspirations 
and continue to navigate their agency to enact their dreams for their daughters’ education. I 
investigate how and under what circumstances this transformation occurs, thus helping to 
escape from continued disadvantage.  The research question that guides the analysis for this 
chapter is: how do mothers living in conditions of continued gender disadvantage gain the 
ability to transform their situations and those of their daughters by pursuing their daughters’ 
education? Through the findings in this chapter I argue that the concept of negative capabilities 
is one that addresses the nuances of negotiation within structural constraints and women’s 
ability to navigate their agency (Unterhalter, 2017 & 2018; Unterhalter & Conradie, 2019). In 
addition to an understanding that aspirations and agency are bound in a dialectic relationship, 
I argue that agency and structure share a similar relationship.  
The chapter is organised into three parts. In the first part, I discuss the theoretical 
connections of negative capabilities that will help in understanding the situations of mothers 
living in disadvantage. With the help of available theorisations, I propose a conceptual 
framework for negative capabilities. In section II, I argue that the way mothers perceive 
education can be explained using the analogy of a capability seed. In Section III, I apply this 
framework using the story of one mother and her sister. I begin by elaborating upon one 
element of the framework for negative capability: mothers’ perceptions of education. I then 
expand on this to show how much mothers value education and use it as motivation to escape 
from the conditions of continued disadvantage. I conclude by inviting further theoretical 




7.1 Overall Insights from Across the Data Set 
The analysis in Chapter 5 showed the various aspirations mothers have for their 
daughters’ education and in the same chapter, their actions of support were also documented. 
A comparison between the aspirations of mothers and their actions of support reveal multiple 
stories in which mothers, in their own way, were making consistent efforts for their daughters 
(12/30 mothers). This meant that regardless of whether their efforts bore fruit they were not 
only able to aspire for education, sometimes in the most challenging circumstances, but also, 
were consistently making efforts to make those dreams come true. The interesting thing is that 
even those mothers who did not express any aspirations were seen to engage in actions with 
the intention that this would in some way support their daughters’ education (8 mothers).  The 
lens of capabilities is very valuable in this regard, because it allows for a focus on mothers’ 
ability and freedom to pursue education for their daughters. It did not matter whether they 
succeeded in their efforts. What this essentially means is that in circumstances of structural 
constraint the mothers who were pushing the boundaries were operating in a background of 
‘negativity’ and were able to see beyond this to continue to be inspired for action. This element 
of action has constituted key learning in the work on aspirations (For example, Conradie’s 2013 
work). This reminds me of Robeyn’s (2017) point on the value neutrality of functionings and 
capabilities. A conception that is not tied to normative claims about value allows for an 
imagination of a type of critical agency that works in the background of structural oppression. 
Underhalter’s (2017, 2018) first explanation for negative is basically just that, the ‘absence of 
opportunity’, which enables the nuances of agency to shine through. It is thus reasonable to 
understand negative capabilities as a ‘negating capability’, where the actors learn to disconnect 
from/negate the psycho-social frustrations of oppression.  
Nussey (2019), in her work on literacy and adult education explains negative capability 
and its connection with education as a constructive space. She argues that this expansive 
understanding allows us to imagine education not as a practice worthy of ‘doing’ but in fact a 
process that enables ‘being and becoming’ (p. 40). What does education do for mothers to be 
and become a strong support for their daughters against all odds? Here, I am reminded of the 
blurring of boundaries in the ways we understand education as a practice. In this regard, Walker 
and Vaughan’s conceptualisation of education comes to mind (2012): education as an active 
creative space continuously expanding the horizons of the imagination. Education as a ‘creative 
space’ urges mothers to dream and aspire for their daughters so as to provide to them formal 
schooling and the associated social advantages that it promises. In this way, for mothers it is 
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not formal schooling that unlocks this agency potential per se but instead their affiliations with 
education as a space of openness (see Conradie and Robeyns’, 2013 work on agency unlocking 
potential of aspirations). Through this chapter then, discussions of aspirations, agency and, 
structural constraints come together to illuminate the creation of this ‘negating capability’ that 
sets the individual free from the ‘outcome’ focused conceptions of education.  
In order to understand the modes of this capability it is essential to explore a case in 
which structural constraints, consistent efforts, undeterred aspirations and eventually, visible 
transformation, are clearly evident. Accordingly, the stories of two mothers, Bushra and 
Basma, are analysed in this chapter, with the help of a proposed framework of negative 
capability.  
I. Negative Capability and the Theoretical Connections  
7.2 Negative Capability and the Agency to Shield Oneself from the Frustrations of 
Continued Disadvantage  
The concept of negative capability helps in understanding women’s capabilities in 
conditions of historic and persistent disadvantage. Following Keats’ introduction of the term 
‘negative capability’, Unterhalter (2017) presented the concept as the capability of a person to 
live in uncertain, possibly precarious conditions, without being intimidated psychologically, 
and to be able to generate something creative from it. In this theorisation, the dialectic 
relationship between the structures of domination and agency is presented as being in a flux, 
allowing the person to engage and disengage with the negative implications of oppression 
(Unterhalter and Conradie, 2019) (for a detailed discussion about aspirations and agency see 
Section 2.6). On an abstract level, this implies that Pakistani mothers, despite their history of 
continued gender disadvantage and uncertainty, generate the capability to remain 
unintimidated, as they seek to achieve their goal to secure their daughters’ education. With 
respect to the mothers who live in an oppressive and gendered environment, negative capability 
would pertain to their ability to adapt to their conditions in a positive way such that they are 
able to rise above their frustrations and thus, continue to strive towards their future goals. 
DeJaeghere (2018) also notes this positive adaptation in relation to aspirations of young 
women).  A consequence of this kind of negative capability is that the agency to enact their 
aspirations does not diminish when faced with difficulty, but rather, their efforts are sharply 
focused on desired aspirations. This behaviour can be described with the analogy that negative 
capability allows for gendered oppression to be experienced as a negative but productive space 
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in which aspirations are enacted by using agency to rupture the psychological bubble of 
oppression. 
To describe this creative space, Unterhalter connects negative capability with the 
philosophy extended by John Dewey (1934, in Unterhalter, 2017) about imagination and 
creativity of existing in conditions of uncertainty and discomfort and yet, being able to convert 
this into an experience that deepens the understanding of particular phenomena. Unterhalter 
(2018) shows that education plays a vital role in generating the ability to accept complexities 
and produce something creative. She shows the connections between education, the 
development of negative capabilities, and agency, through a detailed analysis of the stories of 
three revolutionaries, who were kept under extreme privations in island prisons. All three 
prisoners developed educational projects for themselves and their prison inmates. The agency 
in pursuing education protected them from the immediate consequences of their unbearable 
conditions, until an educational ‘space’ was created, which they all valued. These prisoners 
demonstrated a form of negative capability that allowed them to escape the mental detriments 
of living with sustained oppression. Accordingly, an interrogation of mothers’ aspirations and 
their actions of support can be explored to develop an understanding of how some of them 
create value under conditions of oppression.  
7.2.1 Deconstructing the ‘negative’ in negative capability  
Unterhalter (2017) gives three interpretations of the term ‘negative’ in the concept of 
negative capability.  First, it can be translated simply as unpleasant and unlikeable. In this 
sense, it signals the presence of something disagreeable. The second refers to the capacity of 
someone to ‘negate’, in other words refuse to abide by, some predefined constructs. This can 
be linked to Keats’ idea of refusing to be psychologically harmed by insecurity, where an 
individual faces problem, but refuses to be intimidated by them. In the third interpretation, 
Unterhalter invites a deeper understanding of people’s efforts and contexts. To help understand 
this, she gives the example of the negative space in art - a term used to define the empty space 
in an artistic frame, that itself gives rise to an artistic form (Unterhalter, 2017).  
Drawing on Unterhalter’s analysis of the stories of her study participants, the three 
meanings can be seen as parts of a whole. The first signals the presence of a specific kind of 
oppression, which was inherent in the lives of the prisoners she describes.  It is a form of 
disadvantage that is persistent, ongoing, and to some extent, normalised, being similar to the 
disadvantage endured by many women, including mothers. The second and third meanings 
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refer to the ability of mothers to shield themselves from the despair of their situation, and to 
pursue something creative (education for their daughters).  
7.2.2 Proposing a Conceptual Framework to Analyse Negative Capability for Mothers 
Living under Continued Gender Disadvantage 
Drawing on Unterhalter’s articulation of negative capability, the circumstances of her 
study participants, and the three meanings of negative capability, I have extracted three 
analytical themes, which have helped in the development of the conceptual framework for this 
chapter:  1) the prevalence of continued and persistent disadvantage and uncertainty coincides 
with Unterhalter’s  first meaning of negative capability, which is repression (outer dotted circle 
in Figure 1). In the case of mothers, it refers to the conditions of continued gender disadvantage 
and uncertainty. Whilst the experiences of women in Pakistan cannot be generalised in the 
context of a monolithic social entity, historic events maintain that the society is patrilineal in 
descent and patriarchal in nature (Latif, 2013; Mohyuddin & Ambreen, 2012). This means that 
the male heir carries the family name, and a male will be the head of the household. Even if 
mothers receive support from their households, there are broader structures that bind them to a 
social order that favours the male. 2)  developing the capacity for action (agency) even in the 
face of extreme conditions, refers to the second meaning of rejecting/refusing to accept the 
detrimental effects of oppression, and pursuing goals (middle blue circle in the figure). As will 
be demonstrated in the later parts of the chapter, the mothers showed great strength in the face 
of adversity, to ensure that their daughters receive an education. 3) the importance of perceiving 
education as a creative space reflects an attitude of acceptance, where it is possible to develop 































I have already discussed the various components of the proposed framework in other 
parts of this thesis. For example, in Chapter 6, I presented a detailed analysis of the ‘conditions 
of continued gender disadvantage’ (outer-most, red dotted circle in Figure 7.1). In the same 
chapter, I also illustrated how some mothers’ capacity for action was negatively (or positively) 
affected by these conditions, leaving them incapable (or capable) of achieving their goals for 
their daughters (refer to middle blue circle in Figure 7.1). I now discuss mothers’ perception of 
education as an ‘active/procreative space’ (inner pink circle in the figure) before I apply the 
framework. I describe mothers’ perceptions of education using the analogy of a ‘capability 
seed’ and show how they can break out of their disadvantageous conditions (the arrow shows 
the transformation).  
II. Mothers’ ‘Perception of Education as an Active/Procreative Space’: Using the 
Analogy of a ‘Capability Seed’ 
In line with Walker and Vaughan (2012) in this subsection, I discuss mothers’ 
perception of education as a procreative space. This discussion is vital, because it shows a 
connection with negative capability through one of the components depicted in the framework 
in Figure 7.1 (inner pink circle). This component is important, because it connects these 
mothers with the emergence of negative capabilities, as Unterhalter described (2018) in her 
research with the political prisoners who created educational projects inside the prisons. The 
core of this component is the idea that people understand that education will expand future 
opportunities (is procreative), whilst also recognising that there is uncertainty associated with 
this perception (as in the uncertain futures of the prisoners in Unterhalter’s study). The 
distinction between the two is necessary, because mothers’ hope as informed by the realisation 
that educational benefits are conditional permits conceptualising their motivation for their 
daughters’ education as ‘practical wisdom’. In addressing these concerns, I contend 
understanding mothers’ perceived value in education through the analogy of a capability seed, 
as something with the potential to expand their daughters’ future opportunities (capability), 
whilst at the same time acknowledging that this future depends on finding favourable 
conditions (as a seed needs favourable conditions to germinate).  
As discussed in Chapter 2, capability is the freedom to ‘be’ and ‘do’ what one values. 
Therefore, it can be said that mothers see education as a way to expand their daughters’ 
capabilities, if they understand that education is a means of improving their daughters’ future 
freedom. Mothers also may see education as a seed, if they realise that it only has the potential 
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to grow when conditions are favourable. Using the seed analogy is relevant, because many 
factors/conditions have to be met to ensure its flourishing; education, that not only 
‘germinates’, but also produces good quality plants (students) in the future. To show that 
mothers understand that education will enhance capability under favourable conditions, I use 
the data to argue that they see education as a space with potential to increase their daughters’ 
future opportunities.  
To achieve this, I consider the data on the mothers’ aspirations that I have called 
‘anticipated gains from education’, which I described in Chapter 5. When expressing these 
aspirations, mothers elaborated upon the advantages which they believed education could bring 
to their daughters’ future. The mothers often reflected on the essence of these advantages in 
light of their circumstances and traced their transformational potential based on the potential 
gains they perceived from education. Such aspirations have been recognised elsewhere as 
perceived capabilities, in other words, a perceived expansion of future opportunities (Sharma 
and Wotipka, 2018). I too use this meaning to make sense of mothers’ aspirations of future 
gains but note that those in my sample were aware that education would not promise a better 
future until the conditions that support that future emerge. This is why I call mothers’ 
perception of the advantages of education a capability seed: something that has great potential 
for prosperity but is dependent on favourable resources and social conditions.  
7.3 Imaginings of education as a capability seed 
One of my cousins has completed 12 years of education. You would think that he would 
have a chance at prosperity, but he stayed unemployed for so long. Now he is also 
working at the brick kilns. It depends on luck, but with education you have the chance, 
at least you have a choice, you have hope. (Neelum, Hh-49) 
As articulated by Neelum, ‘chance’, ‘choice’ and ‘hope’ are the terms that can be 
associated as much with the expansion of future opportunities as with uncertainty. I argue that 
mothers envision education as a procreative space that has the potential to enhance their 
daughters’ independence and future choices, whilst also showing an awareness that they may 
not achieve this, if conditions are not right. Mothers described the advantage of education as 
azad (freedom/independence) and often said that education gave them hope that their children 
would have a better future. As Meena (Hh-47) explained: 
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They [my daughters] will be free. Manual labour is very tough (Mazdoori-bari-okhi). 
The whole day a person has to work in the scorching heat to be able to bring some food 
in the house. The heat here is unbelievable. Even then, if you don’t find work your 
children cry with hunger. I want them to be free of this. My parents never gave me this 
[education]. I want them to have it.  
Mothers have a strong desire to provide an alternative, a choice. As Meena explained, 
not having an education limits their daughters’ future opportunities to manual labour jobs 
suited only to those who have no education. Most of these jobs in Meena’s village were in the 
brick kilns. Many families - men, women and sometimes children - worked for long hours 
beside the hot brick ovens. This was exceptionally difficult in the summer, when the 
temperatures would sometimes rise to 50 degrees Celsius. For Meena, having no education 
meant the fate of searing your skin beside the oven every day to provide for the next meal.  
As seen in Meena’s statements, the possibility or hope that their children would have 
the education and hence, skills to take advantage of better opportunities - even just one chance 
to evade the expected future - was precious to mothers. Even if the chance of this occurring 
was slim, it was worth being prepared for it. Saira emphasised this, saying, ‘to be honest baji, 
I want them to study, because if they have education at least they will have a “choice”. They 
will have a chance at a better life. If they don’t have the first requirement [education], then 
there is no hope. How will their future change and become better?’ To these mothers having 
an education meant that a different set of opportunities would emerge. In Meena’s words, ‘Now 
look at yourself, you have education. If you face hard times it is different for you’. 
The core of mothers’ concept of the benefits of education is having ‘choice, alternatives 
or opportunities’. Their efforts arise from an acknowledgement that they will enable their 
daughters to choose an alternative state of being. This is not what some (see Pettit, 2003) call 
option-freedom, that is, having many options and the freedom to choose from them, but it 
nevertheless confers upon them the ability to have a choice. Whenever mothers spoke of the 
opportunities education were likely to bring for their daughters, they always acknowledged the 
acceptance that these benefits might never occur.  
Why did many mothers cherish education, if the benefits were not certain? The answer 
lies in what Meena said: ‘If my children have to starve, what choices do they have, if they are 
not even educated?’ Whilst Meena means this for their daughters and sons alike, mothers know 
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that the opportunity structure is even narrower for daughters, because, for many of them, the 
only possible future is staying home to care for the family and do housework (Saira, 07, field 
notes). Their options increase with education, as it may open doors for them that are otherwise 
closed, but there is no guarantee of this. 
Discussions of choice were often linked to a desire for an independent future through 
financial freedom, with the emphasis always being on not having to depend on others. Mothers 
often referred to economic independence as freedom from reliance on others but, as I will show, 
there were other, deeper meanings associated with this tangible desire. Ayesha (Hh-12), who 
works as a housemaid to earn money for her family, aptly phrases these sentiments:   
I want my children, especially my daughters, to get education so that she can make 
something of her life. I wish she never has to rely on others for money and that she 
doesn’t get pushed away, from one place to another (dhakkay-na-khaway). [Baji,] this 
life of disrespect is not easy. If she is educated, she will not depend on others. If her 
husband does not provide for her, she will not worry. She will simply go out and earn 
respectably ... This is all I wish for. 
The interpretation of being independent is multifaceted. It can mean being employable 
as well as knowing how to function practically in the world, being literate and numerate. Fizza 
explains succinctly: ‘I keep telling my children this world now is not for the illiterate’. To her, 
being literate will give her daughters the ability to be functional in a progressing world and the 
authority to negotiate their own position in society.  
Education also will improve daughters’ social access by bringing them respect in the 
community, as voiced in parents’ wishes that their daughters become ‘knowledgeable and 
wise’ (Gul Hh-13, Wajeeha Hh-17, Yasmeen Hh-29, Safia Hh-40, Meena Hh-47, Neelum Hh-
49, Kulsoom Hh-50) and thus, ‘respected’ by people (Ayesha Hh-12, Savera Hh-14, Wajeeha 
Hh-17, Tania Hh-25, Ambar Hh-26, Fizza Hh-77). In other words, mothers understand that 
education could give their daughters a legitimate right to hold opinions and the authority to 
have their views heard by others.  
It is important to note that, mothers imagined not only these extrinsic advantages of 
education, but also, intrinsic ones, whereby their daughters would engage with the world, 
understand its demands better and have an improved ability to communicate and speak their 
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views. In this sense, education refers not only to formal schooling, but to other forms of 
learning as well. For example, Maria’s (Hh-48) elder daughters never attended school, but she 
had enrolled them as adults at a nearby madrassah, where they studied with girls their own age. 
This had many positive consequences for the girls, as they became happier, more vocal and 
communicative. Maria’s first husband had died when the two daughters were very young, and 
she acknowledged that he never would have allowed his daughters to attend school.  
Maria had moved to her parents’ house after her husband’s death and then, hoping for 
a respectably sustainable life, she married for a second time. She soon realised that her second 
husband was buried in debt, which meant that Maria and her daughters had to spend years 
working at the nearby brick kilns until it was paid off. By this time, the two girls had become 
adults and had lost their chance for getting into a formal school. Maria realised that her 
daughters were ‘sad’, they seemed withdrawn and did not contribute to family discussions or 
take part in activities. Even with just two years of schooling, Maria could discern that her 
daughters were suffering from depression. She decided to send them to a place of learning, 
where they could communicate with peers their own age. A nearby madrassah (religious 
education institution) was a good option, so she took her daughters there and had them enrolled. 
At the time of the interview, Maria explained how going to the madrassah had changed her 
daughters’ lives. They were now chatty and even made jokes with the family. The eldest, 
Tooba, explained how being able to read the Quran had enabled her to become Urdu literate.  
Another example is Nazia, who also missed school in childhood, because her father had 
died suddenly. Her mother, Nadira (51), later sent her to a madrassah. When I met Nazia, she 
could not stop talking about her friends and teachers at her madrassah. She said, ‘The teachers 
always praise me. They say that I am very intelligent. I also sing hymns very well (naat). I am 
famous for my voice; my friends praise me and always make requests for songs’. It is not hard 
to draw assumptions about the understanding these mothers and daughters had about education. 
Their social gains were as worthwhile to the mothers as economic independence.  
In sum, I have shown that mothers in the study understood that education may create 
opportunities but cannot guarantee success. Their aspirations remained focused on education, 
even though they rarely saw people gain the advantages they envisaged. Saira (Hh-07) clarifies 
this position: ‘Jobs are scarce. See, my brothers studied up until 11th but did not find jobs. It 
is a person’s own destiny (qismet). Children are born from the same parents, but some do very 
well, while others cannot do well at all’. Saira’s views show that mothers are aware that 
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education is a promise of a possible future, which depends on conditions that are beyond one’s 
control. She makes the point that people living in similar conditions, even from the same 
family, have varying possibilities of success.  
III.  The Application of the Framework 
7.4 Applying the Proposed Framework of Negative Capabilities  
In this section, I apply Unterhalter’s (2017, 2018) conceptualisation of negative 
capability. It is important to note that, in this application, I do not conceive negative capability 
in any one dimension or draw from any single definition of ‘negative’. Instead, I use it as a 
holistic idea that, with the help of the proposed framework, presents Unterhalter’s ideas as 
interrelated. To demonstrate my application of the approach, I present the story of Bushra, a 
mother from the study, and her sister Basma. Through describing their lives, I illustrate how 
they developed a negative capability approach and were able to achieve an education for their 
daughters, despite living in conditions of extreme gender disadvantage. 
7.4.1 Why Bushra and Basma? 
I selected Bushra and Basma for this application to illustrate the emergence of negative 
capability, based on their example as a critical case. This selection can be traced back to 
Chapters 5 and 6, in which my detailed analysis of mothers’ aspirations and actions revealed 
that some demonstrated the ability to follow their aspirations consistently and transform their 
conditions of disadvantage. Bushra and Basma’s stories resonate with such mothers, as they 
clearly articulate their view of education as a procreative space with the potential to improve 
their daughters’ lives. These sisters show a consistent attitude of agency toward achieving this 
goal through their determination, planning and eventual rejection of an oppressive system in 
order to achieve a more secure and prosperous present.  
In the following sections, I begin by detailing the lives of these sisters and I then identify 
how apparent the various components of the framework are in their circumstances. Having 
lived in conditions of continued disadvantage, they then exercised their agency by shielding 
themselves from the frustrations of their situations, and eventually, they broke out of 
disadvantage and transformed their daughters’ lives.  
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7.4.2 A Negative Capability Reading of the Story of Bushra and Her Sister Basma 
We look ahead, but his [my husband’s] thoughts are always looking behind. He planned 
that our daughter should be taken out from school when she completed year 10 and by 
that time, he will retire so we will spend some money and marry her off. He does not 
realise that, if she has a difficulty in her life, she will be at the mercy of others. There 
was a marriage proposal for my daughter; he wanted to accept it and be done with his 
responsibility for her. In his mind, he was trying to get rid of the burden of a child, little 
does he know that if things go wrong, the burden only multiplies (apnay-walo-bojh-
landa-hai, ye-nahi-pata-kay-bojh-wadhda-janda). I resisted and fought against the 
idea. That is when my husband said that, if I didn’t give in, he would no longer support 
[us] financially. (Bushra from Hh-37) 
These are the words of Bushra, a mother, who I met along with her sister Basma one 
warm summer evening in a village I call Chak Ameeran, in Sargodha district. As I entered, I 
walked into a roofless foyer with a hay shade on one side, propped up by dried tree branches. 
Under the shade there were two cows and a few goats tied to wooden posts grazing on freshly 
chopped fodder. The floor was mud. At the end of the foyer there were two square rooms built 
with a mix of permanent and corrosive materials, including bricks, cement and mud. Each room 
had a door and a small window, just enough to let some sunlight in. I saw the two sisters sitting 
on a charpai, a light bedstead woven with tied rope, right outside the two rooms. Their house 
was modestly, built but their prosperity was noticeable. They seemed very excited to see me 
and offered a cold beverage and some bread. Both sisters were composed, listened intently and 
spoke often.  
Bushra and Basma had never attended school, although their brothers had. The sisters 
lived together and were good friends and confidantes. Basma was married to Bushra’s 
husband’s brother. Seven children lived in the house; six were Bushra’s, including two 
daughters, and Basma had one son. They lived in Chak Ameeran, their ancestral village, which 
had access to good schools and transportation to higher education establishments in the nearby 
main city. Whilst they had moved to the village only a few years earlier, many of their relatives 
resided there so they and their family had plenty of support. What made their story stand out 
was a shared commitment to their children’s education and their demonstrated ability to 
withstand difficulties to achieve their goals. These mothers had put the eldest daughter on an 
educational path despite the constant obstacles they had faced. Bushra’s daughter Bilquis, who 
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aspired to become a medical doctor, was studying science in college and was hoping to gain 
admission to medical school. As it transpired, their wealth was the result of the sisters’ 
continued efforts, commitment and endurance. 
Bushra detailed chronologically her family’s journey that had brought them close to 
achieving her aspirations for Bilquis’ education - aspirations that were born with her daughter. 
Times were difficult for Bushra, because she lived with her abusive in-law family in a village 
that lacked even basic facilities like clean water, and there was just one school, which was 
rarely staffed by teachers. Unfortunately, Bushra’s in-law family did not value education as 
much as she did. She explained their point of view to me: ‘Actually, my husband’s family 
despise women getting education, because they think that women get married and take their 
income to somebody else’s house, so to them there is no point in spending on daughters. My 
husband takes after his family and resists our efforts to have our children study’.  
Bushra was convinced, however, that her daughter’s future opportunities would 
increase with education and she was not ready to concede so easily. She would often consider 
the opportunities she had missed due to her lack of education. She noted, ‘Our father was of 
the opinion that daughters should not be sent to school. He only sent his sons to school. My 
father himself had been schooled up until year 10 in very old times. In our times people did not 
send their daughters to school, but now one cannot survive, if they do not have education’. The 
historic nature of gender inequality is observed very clearly in this quotation. As a young child, 
she was exposed to differential treatment due to her gender, even though she received both 
practical as well as financial support from her family and was on good terms with them. 
Bushra’s history makes her case ideal for an exploration of achievement in conditions of 
inequality, not just because of the situation she faced as a child or a mother, but also, because 
of the historic gender inequality inherent in many societies, including Pakistan (Latif, 2013; 
Ambreen and Mohyuddin, 2012).   
After her marriage, Bushra moved in with her in-law family members, who, like her 
husband, were extremely strict with her. She sometimes suffered physical abuse during minor 
arguments. When Bushra’s father died, she worried about her sister, Basma, who had lost the 
support of their father, who was the breadwinner of the family. Out of concern, Bushra brought 
her sister to her house and Basma was soon married to Bushra’s brother-in-law. Only wanting 
to protect her sister, Bushra was then devastated to see that her sister also had to endure abuse. 
What endured was the support they gave each other, including helping each other with 
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housework. Bushra’s account made it apparent that the sisters had a bond that helped them bear 
the psychological and physical toll, hard labour and abuse. When their children were born, they 
were forced to think about the future. Through conditions of disadvantage, a creative space was 
formed, as if the bubble of oppression had burst, it having become possible to see beyond the 
current malaise and aspire for something better.  In these conditions, Bushra and Basma saw 
an aspiration for education that would make it possible to escape from poverty and 
discrimination.  
The mothers were not the only family members who valued education. Bushra’s eldest 
daughter, Bilquis, was a motivated student who did well at school. Despite the recriminations, 
Bushra continued to send her children to school. The two women saw Bilquis as a role model 
for the other children, which is quite clear from Bushra’s comment, ‘We believe that if my 
daughter pursues a successful career, all the younger siblings and cousins will follow suit. She 
[Basma] has one son and wishes that he will be inspired by his older sister [cousin Bilquis]. 
See, by giving them education we want to ensure that after we die our children are strong 
enough to support each other. Just like us, our eldest sister was not schooled. She went through 
hardships and made sure that her daughter went to school. Now her daughter is the headmistress 
of a high school in our village’. Both mothers were not just able to transmit their enthusiasm 
for education to Bilquis; they were willing to accept the consequences. 
It is apparent that Bushra and Basma were determined to provide an education for their 
children, because of their belief in its regenerative capacity and its potential to change Bilquis’ 
life. Their efforts were calculated and effective. They remained focused on Bilquis in the hope 
that, once strong, she would lead the way so the younger children would follow suit. As she 
discussed how she had always wanted to become a doctor, I could sense that Bilquis was a 
bright, thoughtful and hardworking girl. Her thoughtfulness was quite visible in her attitude 
toward her mother. Bushra said once, ‘You know, as I scramble to pay her fee, my daughter 
keeps encouraging me that the expenditure will keep getting less as she progresses with her 
education’. Bilquis did not make any demands in order to reduce other household costs, so her 
mother could pay for her education. As Bushra said, ‘My daughter [Bilquis] has no other 
interest besides education. She has never asked for any items that girls usually fancy, like 
clothing, jewellery etc.’ The motivation shared by mother, daughter and aunt contributed to the 
success that they have today. However, it cannot be denied that Bushra had shown immense 
strength in the face of violent opposition when she fought for her daughters’ education.  
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Living with their in-law family, Bushra’s and Basma’s lives were constrained, with 
their options being limited on even the most basic things, such as the right to express their 
views. Nevertheless, the two sisters were able to break out from under that oppression and 
create a secure life in which their aspirations for their daughters’ education were fulfilled. 
Bushra’s husband, Basheer, worked and lived in a city at a distance and only occasionally 
visited his family. These short meetings always ended in a brawl, in which Bushra suffered 
physically and psychologically, with Basma also often getting dragged into these battles. 
Basma told of the time her brother-in-law, Bushra’s husband, tried to choke her. It was clear 
that the sisters sought comfort from and supported each other.  
A decisive moment for Bushra came when Basheer suggested that Bilquis, who was 
studying in a secondary school at the time, be taken out of school. He thought it was time to 
stop spending money on the girl’s education and to marry her off. The quote I shared at the 
beginning of this section was from that time in Bushra’s life. She made it clear that Basheer 
was trying to lessen the financial burden but sending a young girl off to a new family without 
any means to support or fend for herself was not wise. This episode proved to be a turning 
point for the whole family, as the two mothers sought to operationalise their capacity for action.  
After this episode, the sisters continued to search for a gap to escape from oppression. They 
strategised and negotiated within the established norms until they found the opportunity to 
break free and thus, could begin to reshape their lives and the lives of their family.  
In the consequent argument that Bushra had with her husband, he made clear that he 
would terminate all financial support for Bilquis’ education, if they did not obey him. Bushra 
decided to confront Basheer and told him that she would not let her daughters be deprived of 
an education. Basheer was unmoved and discontinued financial support not just for Bilquis, 
but also, for her younger sister, Seema. I want to pause here for a moment and reflect on the 
importance and implications on Bushra’s life following her husband’s decision. Bushra, a 
woman who had lived in a constrained environment for a long time and had never developed 
the ability to earn for herself, took the decision that would make the survival of her family 
uncertain. For her, the pursuit of education was worth this price. Consequently, the benefits 
that she saw in education outweighed all the difficulties that she would have to endure. At this 
moment her life was difficult, but she had financial security, however, with this decision, her 
life would become more unpredictable. 
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The two sisters accepted this potential cost and decided to start taking action to 
transform their condition by making the best out of their situation and taking advantage of 
opportunities as they presented themselves. It is important to note that like many other mothers 
in the study, both these sisters had no guarantee that their efforts would be successful, but the 
potential benefits of education were such that they were prepared to accept any repercussions. 
In line with this, one day the two sisters went to collect feed for their brother-in-law’s cattle 
and met an old man who persuaded them to buy a calf from him. When they said they did not 
have any money to pay, he said they could pay him later. When both sisters brought the calf 
back home Basheer was furious and told them to return it immediately. However, the old man 
refused to take the calf back, so the sisters borrowed some money from a friend and paid for 
the animal. Since they could not take the calf back home, they decided to keep it with their 
neighbours. The income they earned from the calf would change their lives.  
With some income now being generated by their calf, the sisters started saving money 
for their future plans. They sold the wedding jewellery that they had been gifted by their parents. 
Soon the money was enough for them to buy a piece of land in their ancestral village, Chak 
Ameeran. They knew that there were many benefits of moving there. Firstly, they would evade 
the domestic abuse they regularly endured. Secondly, transport costs would be reduced, 
because the village had good quality state owned schools which were free. And thirdly, they 
had many family members, including their brothers, living in the village and thus, in times of 
difficulty they would have support.  
The sisters had secretly planned with their siblings and knew exactly how much money 
they needed to buy land. As soon as they had enough, they sent it to their brothers, who bought 
them the land. They also had made arrangements to move back to their parental village, and as 
soon as the land was bought, the sisters gathered their belongings and moved there. Their in-
laws and husbands initially refused to have any contact, but since the sisters were doing quite 
well on their own, the husbands’ family eventually accepted the women’s decision. Their move 
in the face of adversity showed a lot of courage, and their capacity for action changed their 
lives forever. But this did not happen in a day; it took consistent efforts made constantly over 
time to achieve this: 
When we moved here, we just had this piece of land. We slowly built the walls around 
it and then constructed these two quarters. People used to ask us, ‘aren’t you scared?’ 
We used to laugh and say, ‘what is there to be afraid of?’ Slowly and gradually as we 
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saved enough, we kept building… now we have bought a place where our children can 
hide their heads beneath a roof that they can call their own.  
With the enthusiasm and faith in education, these women brought hope from adversity 
and were able to take small, but consistent, steps finally to achieve better lives for themselves. 
These actions came with a cost of uncertainty. What lay ahead was as uncertain as their past 
lives, but they knew they had much better support mechanisms in place - their own family.  
It is important to note that Bushra and Basma demonstrated a calculated, rational and 
informed approach to changing their situation. For example, they made alliances with each 
other, with their neighbours and finally, with their extended family, to make their aspirations 
achievable. Once the immediate threat to their children’s education was eliminated, they 
adopted an attitude of continued perseverance and never lost sight of their dreams. For 
example, they asked their nephew to save his old books for Bilquis and sent the younger 
daughter, Seema, to a state school, so they could save for higher education. Bushra has faith in 
their ability to provide for the children: ‘I pay for everything by taking care of cattle and earning 
from it ... We cannot feed our children fancy food, but we feed them butter and milk’. Their 
relatives are also supportive and contribute when they can. However, Bushra is not the kind of 
person to seek help frequently and so far, her belief in the strength of her own hands has saved 
her from doing so.  
When I met them, Bilquis was in her 12th school year and studying science at college, 
commonly known in Pakistan as a pre-medical course. The admission for the course is quite 
competitive and, if a standard threshold score is met, this sets one on the path for entrance into 
medical school. Basheer only pays for his sons and visits them occasionally. Basma’s husband 
also lives with the family and is now partially disabled owing to a medical condition. The 
family are safer now, because their relatives live nearby and intervene, if the husbands are 
violent. Overall, the women have obtained a relatively secure future for themselves and their 
children.  
Bushra and Basma’s experiences, as told through their stories, show the relationship 
between the three components proposed in the negative capability framework: continued 
disadvantage, the use of agency to pursue their daughters’ education and a perception of 
education as procreative space with potential comparable to a capability seed. Their narratives 
show that they lived in conditions of continued gender disadvantage and oppression, and that 
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they often expose themselves to uncertainties. Nevertheless, the sisters somehow have had the 
capacity to see past those uncertainties to search for a better life. They have also had faith in 
the regenerative potential of education, which has helped them keep sight of their goals. 
Finally, both women have shown immense strength in the face of adversity. Their story is an 
example of how gaining agency can push mothers into taking the steps that culminate in their 
ability to gain control over their lives.  
When Bilquis’ education was threatened, Bushra and Basma were ready to assume a 
more agency-driven approach to achieve their goals. They were able to secure a better future 
for themselves and their children through their continued efforts, eventually escaping 
psychological and physical abuse. In light of the three women’s story, it can be said that some 
mothers living in conditions of continued gender disadvantage gain the ability to shield 
themselves from the adversities inherent in their lives by ‘saying no’ to them. They are able to 
develop agency-driven behaviour, which sometimes enables them to break the circle of 
oppression. As discussed earlier, the relationship between the various components of the 
framework illustrated through these mothers’ story helps to understand how negative capability 
functions to support such women in breaking out of their oppressive conditions. Based on this 
analysis, I propose that researchers adopt an analytical framework informed by negative 
capabilities to examine the conditions of people who are trapped in complex and chronic 
conditions of gender disadvantage. 
7.5 Concluding Remarks 
In this chapter, I have sought to understand the kind of capability that has served some 
mothers who live in historically complex conditions of disadvantage. I did this by posing the 
last research sub-question: How do mothers living in conditions of continued gender 
disadvantage gain the ability to transform their situations and those of their daughters by 
pursuing their daughters’ education? I have shown that cases where mothers have shown the 
ability to transform their lives can be analysed with the help of the notion of negative capability. 
I have proposed that negative capability be seen as a framework with three distinct components 
consisting of: (a) continued disadvantage in the lives of mothers; (b) mothers’ ability to shield 
themselves from the psychological frustrations of disadvantage, while exercising the agency to 
pursue their goals for their daughters’ education and (c) understanding education as a 
procreative space when seeking to break out of conditions of continued disadvantage.  
 
 238 
This conceptualisation of negative capability as a framework is the first attempt to bring 
together the various ideas associated with the concept. I have argued that applying this 
framework to the situations of mothers who have lived through historic disadvantage and have 
been able to transform their lives, helps to create a nuanced understanding of their efforts for 
their daughters. As argued elsewhere in the thesis, the key concern of this research has been to 
shed light on the efforts and perspectives of mothers. The application of negative capabilities 
supports the investigation by highlighting how mothers pursue their goals for their daughters’ 
education in constrained circumstances. While the proposed framework has advanced 
understanding of these mothers’ perspectives, further empirical research and engagement with 






Chapter 8: Discussion and Conclusion 
Introduction  
In this thesis, I have explored the influence of mothers on their daughters’ education in 
three rural villages of Punjab province in Pakistan. The key finding of this study is that some 
mothers in these villages are central in creating access for their daughters’ education. Some of 
the mothers deploy a strategic use of silences and voice to shape their unique pathways for this 
purpose. Widely documented in the International Development literature, women’s ‘agency in 
managing survival and construction’ is not new to feminist security studies (Manchanda, 2001). 
This study has shown that the effectiveness of their influence may not depend on their own 
education, but rather, their capacity to shield themselves from the mental detriments of the 
difficulties in their path and remain focused on their goals. The broader purpose of this study 
was to create a deeper understanding of mothers’ efforts to negate disabling influences in their 
environments and have an influence over their daughters’ education.  
In order to achieve this, I conducted exploratory, qualitative interview-based research 
using a social constructionist lens to understand how mothers reconstruct their realities and 
achieve an influence on their daughters’ access to education, thus acquiring the ability to gain 
agency. The social constructionist lens enabled me to view mothers as actors performing in a 
network of social relationships, creating their realities through these interactions. The findings 
were obtained using multiple methods of analysis, including thematic and narrative analysis 
and incorporating the temporal characteristics of the data. 
My research extends the knowledge created through previous research in two ways (for 
details see Chapter 2). Firstly, past studies have demonstrated that a positive relationship exists 
between mothers and their daughters’ education in terms of the former having received 
education or those mothers having greater decision-making powers in the family. These 
findings have highlighted the need for a deeper exploration of mothers’ influence to broaden 
our understanding of this from their own perspective. Secondly, although these findings are 
evidenced across many countries, the extent to which they are true varies because of a number 
of factors. These variations can be explained when additional factors, such as socio-economic 
status, are included in the analysis. This requires researchers to seek a deeper understanding of 
the pathways through which mothers may achieve an influence. My research has addressed 
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both of these concerns through an in-depth qualitative interview-based exploration of mothers’ 
influence and the pathways that enable/disable them to achieve their goals, by posing an 
overarching research question: How do mothers perceive their capability to influence their 
daughters’ education? 
To address this broad research question, drawing on the theoretical perspectives from 
Sen’s capabilities approach I employed the concepts by using mothers’ aspirations and actions 
to explore their agency for supporting their daughter’s education. This conceptual framework 
enabled me to view mothers’efforts in the light of their capabilities. This allowed for insights 
into their lives that are embedded within a network of social relationships, in which they 
navigate the pathway to their goals and eventually gain agency. Thus, this introduces a 
perspective where mothers are not just seen as the means to the end of improved education for 
their daughters, but rather, their own agency is considered to be an end in itself.  
In this thesis, I addressed the overarching research question by posing sub-questions 
that were subsequently answered in Chapters 4, 5, 6 and 7. In these chapters, I also discussed 
the emergent findings contained in relevant literature. In this chapter, I provide a summary of 
the overall argument presented in the thesis and make links with the literature where 
appropriate. Subsequently, I discuss the implications of this study, identify its limitations and 
give recommendations for further research.  
8.1 Key arguments and findings in the thesis 
In this research I have explored mothers’ influence on their daughters’ education in 
Pakistan. ‘Influence’ is defined as their capability or opportunities available to mothers to 
support their daughters’ education. To conceptualise capabilities, I drew on mothers’ 
aspirations and actions for supporting their daughters’ education as their desired and achieved 
(functionings) goal. Using the capabilities approach, I highlighted the importance of the 
mothers’ current situations and social circumstances. Through these key findings, the 
conceptual framework introduced for the study in Chapter 2 (Figure 2.3 in Literature Review) 














Figure 8.1: Conceptual framework (Figure. 2.5) informed through the findings of the study  
*Major research findings are illustrated in red
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The context was established by mapping physical and social access to education 
available to the mothers in the sample residing three different neighbourhoods in three villages 
(see Chapter Four). This, in part, provided the identification of the conversion factors illustrated 
in the figure 8.1 (Top square). In the same chapter. the analysis regarding economic resources 
was also completed (bottom square: mothers’ resources). From of this analytical procedure I 
was able to view mothers as people situated within their environment. Through the analysis of 
mothers’ aspirations and actions in Chapter Five, it was revealed that mothers’ own education 
may not be the only characteristic that results in improved education for their daughters. By 
differentiating ‘mothers’ aspirations and their actions to support their daughters’ education I 
was able to provide a nuanced understanding of their capacity for action in disadvantaged 
circumstances (aspirations and actions in the left and right square, respectively). This chapter 
also illustrated the importance of social conditions. For example, many mothers who had not 
attended school or appeared to have limited participation in household decision-making were 
found to be able to offer continued support for their daughters’ education. 
These issues were taken up in Chapter 6, where the direct family and social 
relationships were analysed in the presence of which mothers exercised their efforts (this 
included conditions of cooperative conflict). An analysis of family relationships revealed that 
mothers who seemingly appeared powerless could sometimes adopt a ‘silences’ (figuratively) 
strategy. whereby they withdrew from arguments, aspirations or actions when they judged the 
situation to be inconducive to their cause, whilst at other times they used their voice, aspirations 
or actions when they deemed this appropriate (pathways in red). As I explained in Chapter 6, 
whilst not all silences served as being constructive, some mothers succeeded in improving their 
environment in a productive way to achieve their goals.  
In Chapter Seven, some stories revealed that mothers developed the capacity to shield 
themselves from the mental detriments of opposition and abuse they faced so as to remain 
focused on their goals for their daughters’ education (central section). Unterhalter (2018) 
theorises such a capacity as negative capability, and her perspective creates a space for 
understanding how people in historically oppressive circumstances adapt in a positive sense to 
overcome the privations in their lives. The overall findings from the study contribute to a 
nuanced understanding of the taking advantage of the capability space (growth in the 
opportunities available to achieve certain valued goals) of mothers who live in historically 
complex and gendered environments. 
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8.2 Contributions of the study 
The main contribution of this study is the provision of empirical evidence in response 
to calls for a lens that allows for understanding how people trapped in difficult circumstances 
can gain the ability to dismantle the structures that force them into despair. The study has also 
provided evidence of how such people engage with their environments using ways that are 
unfamiliar to the normative understanding of the resistance logic, e.g. using silences as power. 
Additionally, by adopting the negative capability lens these efforts can be viewed as 
paradoxical, in which oppression can be included as a condition within which positive 
responses occur.  
Being an exploratory study of a relatively small sample, my research did not set out to 
propose policy recommendations or make claims that could be generalised to a larger 
population. It did have the aim, however, of generating greater understanding of the processes 
involved as mothers seek to gain control of their lives by supporting their daughters’ education. 
Through conducting a qualitative investigation, the key contribution of this study has been to 
develop a deeper understanding of the patterns identified by quantitative research regarding 
mothers’ role in bringing educational mobility through their efforts for their daughters.  
My research contributes methodologically by proposing a conceptual framework 
(Figure 2.5 in Chapter 2) drawing on theoretical perspectives that are sensitive to the context 
of the Global South. As I viewed mothers’ efforts for their daughters’ education through the 
lens of the capabilities approach and cooperative conflicts, I took methodological decisions 
that would allow for the data to be interpreted from the mothers’ perspectives, perceptions and 
experiences. As a result, as demonstrated through the various findings, my research has 
contributed to important debates around the politics of representing mothers. Specifically, a 
key contribution of this research has been to create alternative understandings of motherhood 
as experienced by mothers in three rural village communities.  
A further contribution of this research is to the literature on the politics of silence in 
women’s behaviour. By proposing a contextualised understanding of silences, this study 
creates a space to understand the use of silences ‘as a particularly significant resource for 
creative adaptation to difficult circumstances’ (Hutchings, 2018, p. xv). While recognising that 
‘multiple interpretations of silence are possible’, such a reading encourages a multifaceted 
contextually informed, epistemological approach towards women’s research, especially in 
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close-knit communities. The adopted approach has also resulted in a situated understanding of 
mothers’ expressions of power from their own perspective.  
As evidenced previously, these expressions of agency sometimes manifest themselves 
as silences and at other times, an ability to remain unaffected by the difficulties in life, but in 
either case portray how mothers can become active agents. Hence, a final contribution is 
proposing a focus on the efforts of mothers in this investigation of intergenerational 
development by reaffirming that: (a) women through their own narratives can provide a valid 
construction of their reality, and (b) in their own narratives they do not appear as passive 
subjects. Both these conditions could potentially involve submission to oppression, but an 
exploration of the mothers’ context and their accounts has shown that some use silences and 
their ability to remain unaffected and persevere as tools that enable them to achieve their goals.  
I recognise that the need to remain silent or persevere is generated against a background 
of social inequalities, meaning the conditions of social justice are not met. The aim here was 
to uncover the realities of the participants of this study, acknowledging mothers as possessors 
of knowledge about themselves and thus, concluding their narratives of their experiences as 
being valid. Such expressions may not neatly fit in the normative understandings of agency 
and empowerment in which resistance is seen as a necessary condition. As Mahmood argues, 
‘those modalities of agency whose meanings and effect are not captured within the logic of 
subversion and resignification of hegemonic norms’ (p. 34). This supports the assumption that, 
if the lens is shifted to cultural contexts as sites of knowledge production, then agency emerges 
as a reaction to the structural patriarchy in complex gendered societies. This agency manifests 
itself through negative capability, which, when viewed in terms of a ‘capability’ is the capacity 
to leverage real opportunities. In the following section, I elaborate upon the implications that 
my findings have for broader research about mothers and their role in improving development 
outcomes.  
8.3 Implications of the study 
Growing inequalities in education are a cause of concern for developing countries and 
the international community as a whole. Collective efforts are being made to reduce the gender 
gap currently prevalent in many countries and make education accessible to the most 
disadvantaged. The debates on access have now progressed to include quality in addition to 
access to education. In this regard, Pakistan is still grappling with the issue of providing 
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equitable access to girls. This concern has surfaced repeatedly in the framing of policies for 
education. Thus far, the literature in the field has identified that the mothers’ role is an important 
element in improving educational access for their daughters. The literature has also brought to 
the fore the need for in-depth understanding of the mothers’ influence in this regard, which to 
date has been limited. This research has bridged the gap by providing greater depth to the 
understanding of mothers’ influence.  
Some of the implications of the knowledge created in this study could benefit various 
stakeholders, including researchers and to some extent, policy makers, in better understanding 
the needs of mothers in order to ensure that women can reach their potential and lead productive 
lives. As mentioned earlier, this research was not set out to make generalised assumptions or 
recommendations. However, some reform recommendations can be made based on some 
findings of the study that are endorsed by previous representative studies in Pakistan.  
Finally, I regret that that I cannot offer any direct implications of my study for the 
participant mothers in the study, but I believe that the most important result for them will be, 
if my research can give them the recognition that they deserve for being active, cogent 
participants in their own lives and the lives of future generations.  
8.3.1 Implications for researchers: Embracing a multifaceted context-rooted framing of 
the ‘mother’ in prevalent literature 
Motherhood, for a range reasons, has been a controversial subject. Much of the criticism 
has come from the feminist circles with respect to mothers’ relationships with productive work, 
where women’s predominance in childcare work is seen to limit them to domestic tasks 
(Chowdorow, 1999; Mitchell, 1972) . Similarly, some scholars have discussed the cultural 
construction of the idea of “mother” and its challenging demands on women (see for example 
Thurer, 1994). In the field of international development, the focus on mothers has placed them 
on pedestals, whilst also portraying them as a means to an end. 
Through the struggle for their daughters’ education, mothers often find a legitimate way of 
advancing their agenda and in turn, taking control of their own lives. As evidenced through the 
data, this issue is much more complex and paradoxical than may have been initially recognised, 
thus requiring broad contextually embedded approaches to issues concerning maternal roles 
and their potential to shape future generations. Additionally, the findings have also shown that 
cultures and contexts may be considered as sites of knowledge production in studies concerning 
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women. Below are a few findings that researchers may consider when aiming to understand a 
more contextualised experience of mothers as they support their daughters’ education in 
developing contexts, such as rural Pakistan.  
• The primary aim of the research was to provide situated learning of mothers’ 
experiences as they supported their daughters’ education. As a result, modes through 
which mothers shape their daughters’ lives were uncovered. In a traditional feminist 
sense, such modes negate claims of justice and freedom, but when interpreted through 
the lens of paradoxical silences coupled with the mothers’ experiences of using these 
to communicate, this offers an image of a mother that shows power by her saving her 
voice for times that she thinks will deliver better results. This has an important 
implication, especially for researchers who analyse women’s lives in what Parpart and 
Prashar (2019) call complex gendered terrains. 
• Related to the point above, the finding that mothers develop an ability to remain 
unaffected by the difficulties in their lives as they struggle to achieve their daughters’ 
education, indicates that researchers should include negative capability analysis in their 
methodological toolkit. Such an analysis can assist in understanding how and in what 
circumstances such a capability is created.  
8.3.2 Implications for policy makers: calling on local government and international 
agencies 
Despite this study being a small-scale in-depth investigation, it reveals issues that have 
been identified through the findings from large scale representative studies. In the following 
subsections I discuss two implications from the study that can help inform policy reform.  
In line with the findings from large scale representative studies, this study has also highlighted 
that resources are the primary hindrance for girls’ access to education and hence, the state 
should consider increasing budget allocations to education. My analysis reveals that linked 
with resource scarcity are parental concerns about their daughters’ safety (Alderman et al., 
1996; Jamal, 2016; Latif, 2009b; Lloyd et al., 2005). Seen in the analysis in Chapter 4, the 
foremost challenge for parents is to find schools that are close to their communities, because 
greater distance increases transportation costs for girls. This is particularly a gendered problem, 
because parents (especially fathers) are concerned about their daughters’ safety as they travel 
to school and in the absence of a practical and affordable arrangement would force their them 
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to drop out. This has a strong implication for state expenditure on education, which should 
increase resources for girls’ education by either establishing schools near dense localities in 
villages or providing public transport for girls’ schools that are located at a distance from 
communities. Worryingly, despite the widening gender gap in education, the State expenditure 
on education has declined over the past decade and still remains below 3 percent of the GDP. 
In order to close the gender gap, the government needs to reconsider their allocations for the 
education sector. Additionally, budget should be allocated keeping in consideration the 
gendered demands of this problem. For example, a greater percentage of the budget should be 
assigned to the recruitment and development of female teachers, which repeatedly comes up in 
the literature as a parental preference for their daughters in the Pakistani context.   
In agreement with large scale studies using secondary datasets, my study findings also 
show that mothers and the household dynamics are important in pursuing girls’ education. 
Hence, efforts to support girls’ education should always be coupled with household level 
interventions, particularly those targeting mothers. It is of crucial importance to 
acknowledge at a policy level that access to education is a gendered issue, requiring solutions 
that can distinguish different forms of gendered demands regarding educational access. Such 
an acknowledgement would entail an understanding that, ‘inequalities are not merely 
associated with resources, but with attitudes, structures, socio-cultural processes, uneven forms 
of empowerment, capabilities, and outcomes’ (Unterhalter, Heslop, & Mamedu, 2013, p. 567). 
Gender inequality not only appears for girls through limited access to schools, for when 
gauging support from within the household, parental involvement is also gendered. 
Consequently, seeking support at the household level should be a gender informed engagement 





8.4 Limitations of the study 
Whilst my study was in-depth and has generated knowledge that will contribute to the 
broader field, the methods used had limitations. For example, due to time and resource 
restrictions, I was able to conduct interviews with thirty families, and this is a small sample 
size that limits the potential to extrapolate the findings with respect to the wider population. 
However, I was able to use this as a strength by drawing on theory such that an analytical 
generalisation from a carefully selected sample of maximum variation was made possible.  
Related to this is the limited engagement with participants, only a cross-sectional view 
of the situation could be captured. This was, in fact, a preferred situation, because neither 
ethnography nor quasi-experimental methods would have been successful in observing 
processes like decision-making within families that were culturally conservative. Moreover, it 
would have been very difficult to negotiate with multiple families and this may have potentially 
yielded unrealistic results.  
Another limitation that all in-depth qualitative explorations generally face is the issue 
of dual interpretation bias (Roller and Lavrakas, 2015), which Hansen (2019) articulates as a 
problem that qualitative researchers cannot completely absolve themselves from. I was aware 
of this since the beginning of my research and because of that, I was able to use this knowledge 
to my advantage. By replicating the bracketing method used in phenomenological research, I 
was able to isolate my own biases and consciously deny every interpretation before accepting 
it by using a reflexive process of looking for alternative and contrasting 
interpretations/narratives and validating plausible claims through data source triangulation. As 
a result of this conscious reflexive approach, I was able to give the study credibility, whilst at 
the same time remaining cognisant of the limitations regarding qualitative research claims 
about uncovering reality. 
Finally, despite using the logic of maximum variation sampling by including a diverse 
variation in mother-daughter dyads based on the mothers’ education status and the daughters’ 
school enrolment situation (enrolled, dropped out or never enrolled in school), the selection 
was made from only those geographical areas which belonged to, by and large, economically 
typical areas. This meant that the households included were neither from very poor nor very 
wealthy families. This was a conscious decision, because the focus of the research was on the 
mothers’ influence through access related efforts and decisions. This would not be observable 
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in places where sustaining a livelihood was a dominant concern, and neither would a resource-
rich context be appropriate, because it would not be representative of a common rural 
household in Pakistan, which lies on or below the national poverty line. Some of the limitations 
that I mentioned above can be addressed in future research in this area. 
8.5 Suggestions for future research 
Whilst I have made some suggestions for future research in Chapter 7, the discussion 
of limitations reveals further potential avenues. One of the recommendations is that 
ethnographical research be conducted to understand how agency functions in families better. 
Alongside mothers’ education and autonomy, future studies could include measures of agency. 
Such studies could benefit from the current research by using the silences and voice approach 
to read mothers’ aspirations and to interpret their actions in pursuit of a particular goal. A 
particularly beneficial method for such a study would be the use of life stories to capture the 
nuances that the interview method may have missed.  
Another methodological approach could be to design a longitudinal study of mothers 
and daughters, following them at specific ages salient to the latter’s education. Such different 
age points could be: the enrolment stage, primary school completion/transition to secondary 
and finally, adulthood. Such an approach would have the potential to capture 
consistency/inconsistency in agency through decisions made at different points in time.  
My study was focused on mothers and whilst this provided rich accounts regarding 
them, I did not gain a deep insight into daughters’ perceptions and motivations. A future project 
could replicate the methodology and approach of this study with a focus on daughters’ or 
household heads to produce a multi-dimensional account. Alternatively, a macro-analysis 
linking the economic structure of the state and educational providers through an analysis of 
power within entities could be conducted.  
Lastly, drawing on the conceptual framework advocated by this study, future research 
could be conducted in different geographical contexts. Informative variations might include 
comparative analysis of resource poor and rich areas. Such a core focus on resources is likely 
to elucidate the circumstances that generate negative capabilities and produce hope, as opposed 




I conducted this study learning from the previous literature and recognising the need to 
create a complex, context-rooted understanding of the mothers’ influence on their daughters’ 
education. I began this study informed of the possible connection between mothers’ education, 
its effect on decision-making power and its possible relationship to an improvement in the 
daughters’ education. Through my research I was able to demonstrate that crucial to mothers 
was their faith in the value of education, rather than their own completed years of school.  By 
selecting the accounts of mothers who were able to champion their daughters’ educational 
access I was able to illuminate how such a conception of education created hope for these 
mothers. By following a path of silences and voice, these mothers were able to develop negative 
capability by avoiding the mental detriments of adversities in their lives, until eventually they 
achieved their goals. This thesis offers an understanding of a unique journey that some mothers 
make with the help of their agency despite living with limited resources and support in 
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Appendix 3.1-Semi-Structured Interview Schedules 1 
Semi-Structured Interview Schedules 
Schedule No. 1a: Main Participant 
Mother هدلاو
Verification of details 
Name 
؟مان اکپا
Relationship with household head 







what level?  
can you read and write? 
:وت ںاھ رگا  
؟ےھ میلعت ینتک ? 
؟ںیہ یتناج انھڑپ انھکل ٓپا ایک
Name of household head 
؟ےھ ایک ہتشر اکپا ےس هاربرس ےک رھگ
How many children 
؟ںیھ ےنتک ےچب ےکپا
Gender of children 
؟سنج یک ںوچب
Ages of children 
؟ںیرمع یک ںوچب
How many 12-16 aged daughters 
؟یکپا ںیہ ںایٹیب ینتک یک لاس 12-16













Appendix 3.1-Semi-Structured Interview Schedules 2 
؟ںیرمع روا مان ےک ںویچب
Note to Interviewer: Brief them about the structure of the interview and tell them that they 
are encouraged to include details to the Questions/Themes.  
Remind them that they: 
can ask for clarification if they don’t understand the question 
can take their time to think if they want to reflect 
can withdraw consent at any point 
the things they discuss will not be shared with anyone (including other household members 
Interview schedule 
Sec A: About the respondent and their family 





Your age at marriage? Have you learnt how to read and write? 
From where?  
Do you work outside the house?  
Do kids go to school? How old are daughters? Do they go to 
school?  
If Yes: Which one? How far is the school? Who takes them? How 
is the school? Etc 
If No (finished school in the past): Use past tense for the 
questions above. Also ask why she does not go to secondary 
school? 
If Never Enrolled: Move to 1.2 
1.2 Background about 
Parental Family 
 Mother/father, siblings, how many? Where they live (far or 
near)? Their education status? what they do? 
Any extended family from parental side living near you? Any 
such relative (s) support you; financially or morally? Anything 
about Jahaiz (dowry)? 
1.3 Background about 
In-laws family 
How many people (in-laws) live in the family? How many live 
with you? Their education status?  
Their employment status? If employed: do, they support 
financially? Emotionally?  
Do they give advice when your family makes decisions? Who 
advices on doing household spending? Who spends? What is the 
spending structure like e.g. who decides when money is spent; in 
the house, outside the house?  
Do you know what their general views are about educating 
children? Any preferences for educating boys only? If yes, do you 
know why? 
؟ںیھ ےتید هروشم ںیم ےراب ےک تاجارخا ےک رھگ هو ایک  Who 
advices on doing household spending? ددم یٰھب ںیم ےچرخ هو ایک 
 سک الثم ؟ںیئاتب ےس لیصفت ںیم ےراب ےک تاجارخا ھچک ؟ںیھ ےترک
 ےک رھاب ،ںیم ںوچرخ ےک رھگ ؟ےھ   یتاج ینس هدایز تاب یک
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 ےک میلعت یک ںوچب اک نا ںیھ یتکس،ےتکس اتب پا ایک ؟ںیم ںوچرخ
 تاہعجرت یمیلعت یک ںویکڑل روا ںوکڑل ایک ؟ےھ لایخ ایک ںیم ےراب
 ?If yes, do you know why ؟ےھ قرف  ںیم
Section: B Resources (Household Income and assets)  
Questions/Themes Prompts & Probes 
1.4 Income sources of 
the house 
شاعم حئارز ےک رھگ
Who earns? Husband? Do you work outside the house for money? 
Do any other family members contribute, including children, in-
laws and parental family? 
Any other source of income? 
؟ںیھ ےتاٹب ھتاھ یھب دارفا یقاب ےک رھگ ایک , 
1.5 Family land 
ownership  
Do you or your family own land? Do you get income out of it? 
rent or agricultural produce? if rented: how is income from that 
used? Who spends this money? If agricultural land: do you help in 
farming? 
Can you tell me more about your farming experience e.g. when do 
you cultivate, who cultivates? Who harvests? Do you use the 
harvest at home? Do you sell the produce? 
Any land in your name? if yes: is it a gift from your parents?  
 اک چرخ ؟ےھ     اترک لامعتسا نوک   ؟ےھ یتوھ لامعتسا ےسیک ،
؟رادےمز If agricultural land )نیمز یک تشاک(  : do you help in 
farming  ? )یراکتشاک(
 اللثم ؟ںیئاتب ےس لیصفت اڑوھت ںیم ےراب ےک ماک ےک یراکتشاک ینپا
 Can you tell me   هریغو ؟ےھ یتوھ بک یئاٹک ںیہ بک ےتاگل لصف
more about your farming experience e.g. when do you cultivate, 
who cultivates? Who harvests? ںیم رھگ جانا اوھ ایاگا پا ایک 
نیمز یئوک ایک؟ںیھ یھب ےتچیب ہصھ ھچک ایک ؟ںیھ ےترک لامعتسا
  ؟ےھ یب مان ےکپا هریغو
Any land in your name? if yes: is it a gift from your parents? 
1.6 Is the house yours 
or rented? 
If owned: whose name is it in?  
If Rented: who pays rent? From which income?  
1.7 Do you own any 
cattle? 
If Yes: who takes care of the cattle? Do you use dairy products 
from the cattle? do you sell dairy? If yes, who handles the money? 
Do you sell cattle? If yes, who handles the money? 
If No: Move to 1.8 
If Yes: یھگ ھدود ےسنا ایک ؟ےھ اترک نوک لاھب ھکید یکنا هریغو 
 ؟ںیھ یھب ےتچیب ھچک ؟ںیھ ےترک لامعتسا ںیم رھگ
If yes, اک ےنچرخ ہسیپ الاو ےٓنا ےس سا  
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1.7a New added 
question: Tell me 
about yourself? Your 
childhood, your life, 
children and family 
Tell me yourself, your story? What else comes to mind? 
Section C: Community, Society support 




schools in the locality  
How are the people? Any neighbourhood friends? Any women-
only get-togethers? How is education/employment for women 
viewed in your village community? What do they think of 
daughter’s education? Do you agree with their views? Why? 
Is there a school  nearby? What kind, girls, boys, mixed (co-
education)? If yes: How is the school? Are they safe )زوفحم( ? Do 
they teach well? any other thoughts about the schools? If no: How 
do people manage to send their children to school? 
What schools people send their daughters to? 
any madrassa? Other Informal education provider? )ےنھکیس رنہ 
اک
Section D: Education Related Issues 
Questions/Themes Prompts & Probes 
1.9 If Completed 
Primary: 
 Please tell me about 
your own education? 
Would you like to 
share something about 
the time that you were 
a young girl? 
If not Completed 
primary 
Would you like to 
share something about 
the time that you were 
a young girl?  
If Yes: 
Type of education? How was the experience?  
who supported )تیامح(  you at home? Did your parents help 
)دادما( ? how did they help? Mother?  
do you feel a difference in yourself as opposed to someone who 
did not get an opportunity to go to school? 
Can you think of an incident from your childhood regarding this? 
 ےس حجو یک سج ںیھ یتکس رک نایب عقاو یئوک اک نپچب ےنپا ایک
؟وہ اوھ سوسحم هدایز قرف ہی وکپا  
If No: 
What did you do at home? Did you learn a skill? E.g. Sewing, 
embroidering, knitting etc?  
Why were you not able to attend school? 
Did you want to attend at all? 
 who supported and did not support at home?  
Did your parents have an opinion about it? 
 ؟اھت یماح اک میلعت یکپا نوک ںیم رھگ ہک ےھ اتوھ سوسحم ایک وکپا
؟اک هدلاو ؟اھت ہیرظن یئوک ںیم ےراب ےک سا اک نیدلاو ےکپا ایک  
1.10 What are your 
thoughts about 
؟ےھ دیفم ہی ایک
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education, specifically 
girl’s education? 
Do you think education can help? 
If Yes:  
If mother has completed primary: how do you think it can help? 
What benefits can education have for girls? سا ںیم لایک ےکپا 
؟ںیھ ےدئاف ایک ےک How has your own education helped you? Can 
you think of an example of a relative or friend who has raised a 
daughter without having the opportunity to attend school 
themselves? What are the benefits you think you have that she 
doesn’t? How about your son’s education? 
If mother has not completed primary: How do you think it can 
help? What benefits can education have for girls? میلعت یکپا ںیم 
 اھڑپ ہن لوکس ےنسج ےلاو ےنناج یسک ےنپا ؟اید هدئاف ییوک وکپا ےن
 ؟ںیئاتب ےک رک ہلباقم ای ہنزاوم انپا ےس ،وھ ہلاپ وک ںوچب ےنپا روا وھ
 ںوٹیب ؟ںیھ مورحم هو ےس نج ںیھ ےدیاف ایک ایک وکپا ںیم لایخ ےکپا
؟ےھ لایخ ایک اکپا ںیم ےراب ےک میلعت یک
do you think your own experience in life has influenced your 
views? How about your son’s education? 
If No: What do you think are the disadvantages of education? Can 
you talk about your own experience about education? 
Can you give an example of someone you knew/know, who 
makes you think education was not useful? Do you think the same 
about your son’s education? 
 ایک ایک ےکسا ےیل ےک ںویکڑل؟ےھ دیفم میلعت ںیم لایخ ےکپا ایک
 ہجو یک ےبرجت یمیلعت انپا اکپا ےک ےھ اتگل وکپا ایک ؟ںیھ ےدئاف
 لایخ ایک اکپا ںیم ےراب ےک میلعت یک ںوٹیب ؟ےھ لایخ ہی اکپا جا ےس
   ؟ےھ
If does not see value in education: What do you think are the 
disadvantages )تاناسقن( of education? لوکس ےنپا ےھجم ٓپا ایک 
پا ایک ؟اھر اسیک ہبرجت اکپا ؟یگنیئاتب ھچک ںیم ےراب ےک ےنامز ےک
 ےس یئاھڑپ اک پا رک ھکید وک سج ںیھ یتکس ےد لاثم یک یسک
؟وھ ہعقاو اسیا یئوک ای ؟وھ ایگ وھ مک رابتعا Do 




Why do you feel the 
way you do about 
education?  
Mothers usually gave abstract and interpretative answers, so I 
probed with:  
What do you mean by XX? Can you give me an example so I can 
understand? Okay so you meant XXX when you said XXX. Other 
times I confirmed through the female research assistant and the 
mothers would confirm or disagree with our interpretation. 
1.11 Do you think 
you’re good at 
calculations, eg. Do 
you take care of 
household spending?  
 پا ںیم لایخ ےکپا ایک
 ؟ںیھ یھچا ںیم باسح
 ںیم رھگ ٓپا الثمٓ ایک
 باسح اک ےچرخ
If Yes: Do you take care of small household accounts like, budget 
for food, educational expenditure, children’s clothes etc? if yes, 
do you think it is because you know hisab (math)? 
 ارپک ،یئاھکل یئاھڑپ یک ںوچب ،انیپ اناھک ینعی تاجارخا ولیرھگ ٓپا ایک
یرادےمز ہی ےک ےھ ایک ہجو یکسا ےھ لایخ ایک اکپا ۔هریغو ہتل
؟ےھ اتا باسح وکپا ہک ےیلسا ایک ؟ےھ ےلاوح ےکپا  
If No: هروشم انپا ٓپا ایک ںیھ ےتوھ ےھر وھ ےلسیف ںیم رھگ بج ایک 
؟ںیھ یتید
If No: Do you give your opinion when these occur? 
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؟ںیھ یتھکر
1.12 Ask this question 
if children attend 
school: Who helps the 
children with school 
work? 
If mother helps: 
What is the routine? How and when do you sit together for work? 
Are you able to keep track of their progress? Can you 
communicate with the school regarding issues? 
If mother does not help directly:  
Do you guide them when reading Quran (Holy book)? Are you 
able to keep track of their progress? Can you communicate with 
the school regarding issues? 
ےنھڑپ ےچب تقو سک ؟ےھ لومعم ایک ںیم یئاھڑپ اک هرم زور
 ےتاپ ھکر رظن رپ یئاھڑپ یک ںوچب روا یئوک ای ٓپا ایک ؟ںیھ ےتھٹیب
؟ںیھ ےترک لایخ ہلدابت ےس لوکس ایک ؟ںیھ Are you able to keep 
track of their progress? 
If mother does not help directly:  
 رپ قبس ٓپا ایک ؟ںیھ یتارک دای قبس ٓپا ؟ںیھ ےتھڑپ نارق ےچب ایک
 ای اناکپ اناھک ؟ںیھ یتاھکس رنح یئوک وک ںویچب ایک ؟ںیھ یتھکر رظن
۔روا ھچک  




 صاخ ںوچب ےنپا یکپا
 ےک لبقتسم ےک یٹیب رک
 اعد،وزرا ،انمت ایک ےیل
 یک نا ؟ںیھ ںیدیما ای
؟ںیم ےراب ےک میلعت
What are your aspirations about level of education for your 
daughter? plans about her marriage? 
روا ؟یک یٹیب ؟ےیھاچ ینوھ کت ںاہک میلعت ےک ےھ لایخ ایک اکپا
  ؟ےھ لایخ ایک ںیم ےراب ےک یداش یک یٹیب ؟یک ےٹیب
Section E: Decision making and agency 
Questions/Themes Prompts & Probes 




(The purpose of this query is to know if she needs permission and 
how far (distance wise) can she go without it, for e.g. can she go 
out without an escort, does she need permission from another 
family member?) 
Do you go out of the house for any reason? 
for groceries? To the market? Settle bills? Children’s school? 
Neighbors? 
how about visiting your parent’s home? Meet friends? Doctor’s 
visits? 
If Not move to 1.15 if yes continue with the following 
Questions/Themes. 
Do you ask for permission or do you have to consult someone 
before planning a visit? From whom? 
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How far with permission? How far without permission? Permission 
from whom? 
 ،انال فلس هدوس الثم ؟ںیھ یتاج رھاب ےس رھگ ےس ماک یسک یھبک ایک
 ےل روا ںیہک ای لوکس وک ںوچب ،انارک عمج لب ےک رھگ ،اناج رازاب
هریغو اناج ںیم سوڑپ سوڑا ،اناج  
 اناج ساپ ےک رٹکاڈ ،ےنلم ےس ںویلیہس ای ؟ںیھ یتاج ےکیم
 ےس سک ؟ےھ یتھڑپ ینیل تزاجا ےس یسک وکپا ےوھ ےتاج ںیہک ایک
 یئوک ایک ؟ےھ یتوھ ینیل تزاجا ےیل ےک ہگج سک ؟ںیھ یتیل تزاجا
؟وھ یتڑپ ینیل ہن تزاجی ںاہج ےھ ہگج یسیا Do 
1.15  
When the family is 
deciding to purchase 
something who 
makes the decisions? 
(control and decision 
making about cash 
expenditures) 
 ھچک ےیل ےک رھگ بج
 وت ےھ اتوھ اندیرخ
 اترک ےلصیف  نوک
؟ےھ  
What about small purchases? Children’s clothing? Food and 
kitchen? School decisions? books, bags, uniforms?  
Do you participate and give your opinion?  
Do you think when a family member has completed more years of 
education the family values their opinions more? (ask for an 
example) 
 نچک ،یئوسر روا رھگ ؟ےڑپک ےک ںوچب ؟یرادیرخ یک ںوزیچ یٹوھچ
 یک لوکس روا ےتسب ،ںیباتکےلصیف ےک میلعت روا یئاھڑپ؟ماک ےک
 ےھ لایخ ایک اکپا ؟ںیھ یتیل ہصح ںیم ںولصیف نا ٓپا ایک ۔هریغو یدرو
ینس هدایز ایک تاب یک نی وت وھ هدایز میلعت یک درف یسک ےک رھگ رگا
ےس ےھچا تاب ہی ےھجم پا ےس سج ےھ ہئقاو اسیا یئوک ؟ےھ یتاج
؟ںیکس اھجمس  (ask for an example) 
 دادیئاج ای هریغو یراوس یئوک الثم ؟ںیھ ےتوھ ےسیک ےلصیف ےڑب
هریغو  
Section F: Your Views and Opinions 
Questions/Themes Prompts & Probes 
1.16 Perceived 
Interest: Question 
for the interviewer: 
How much does the 
mother value her 
own choices and 
interests?  
When there is an issue in the house related to, for example, 
children’s education or health and you have a different opinion, 
would you quickly agree with the others or would you insist and try 
to make them see your point? 
If she quickly agrees: Do you agree because it would cause 
disagreement if you don’t? are you easily convinced that the other’s 
opinion is better than what you think? 
If she does not: Do you manage to convince others sometimes? 
How do you try to convince others?  
 ہشدخ اک )فالتخا(یگزمدب ہکنویک ںیھ یتاج نام یدلج ےئلسا پا ایک
 نام رتہب ےس ےئار ینپا وک ےئار یک ےرسود یدلج ٓپا ایک ؟ےھ اتوھ
  ؟ںیھ یترک رارسا رپ تاب ینپا ای ںیھ یتاج
If she does not: ےس تاب ےکنا وک ںورسود ہک ےھ اوھ اسیا یھبک ایک 
پا ؟ںیئاتب ہعقاو یئوک ؟ایل انم رپ تاب ینپا ںیھنا ےن پا روا وھ ہن قافتا
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contribution to the 
household 
Do you work outside (paid)?  
About your house work? For example, when you are unwell, who 
does housework? 
What happens, the situation when you are unwell? (Ask her to 
compare women who do paid work and those who are housewives) 
 هوت جاک ماک اک رھگ ؟ٓپا ںیھ یترک یرودزم تنہم رھاب ےس رھگ ایک
 وھ ایک اک جاک ماک ےک رھگ وت ںیئاج ھڑپ رامیب الثم رگا ؟یگنوھ یترک
 اک یرسود ےس رادےتشر یسیا یسک ارز  ؟اک رھگ ےھ اتوھ لاح ایک؟اگ
؟ےھ اتوھ قرف ایک ںیئاتب روا ںیرک ہلباقمأہنزاوم
1.18 Break-down 
position: Perceptions 
about her own 
sustenance in case of 
breakdown of 
marriage  
If a woman’s husband abandons her or dies, how do you think she 
could sustain herself (the word divorce has intentionally not been 
used).  
Would her parents support them? 
What if she does not have a parental home to go back to?  
should she work?  
Can she sustain herself? What else can she do? 
 ڑوھچ ای ےئاج وھ توف رہوش اک تروع یسک رگا ےھ لایخ ایک اکپٓ◌
 ںوچب روا انپا ؟یگ ےرک ایک هو وت ےئاج وھ  )ہلصیف( یگدہیلع ایےئاج
 ؟ےرک روا ھچک ای ےئاج رھگ ےک پاب ںام ایک ؟یگ ےلاپ ےسیک ٹیپ اک
؟ےسیک ؟ےھ یتکس لاپ وک دوخ ایک ؟ےرک یرودزم تنحم ای  
Contact details of respondent 
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Schedule No. 1b:  
Household Head 
Verification of details 
Name 
Age 
Education  Yes/no 
If yes 
what level?  
can you read and write? 
Relationship to HH Head 
How many children in the house 
Gender of children 
Ages of children 
How many 12-16 aged daughters 
Names and ages of daughters (same 
daughters as mentioned by the mother) 
Name Age 
Note to Interviewer: Brief them about the structure of the interview and tell them that they 
are encouraged to include details to the Questions/Themes.  
Remind them that they: 
can ask for clarification if they don’t understand the question 
can take their time to think if they want to reflect 
can withdraw consent at any point 









Venue (place of interview): 
Interviewer name: 
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Interview schedule 
Sec A: About the respondent and their family 
Questions/Themes Prompts & Probes 
1.1 
Background about Self 
Children 
Age at marriage? years of schooling (if primary, can you read 
or write)? 
Paid work (now or in the past)?  
Do kids go to school? Which ones? How far is the school? 
Who takes them? How is the school? etc 
1.2 Background about In-
laws 
of mother/father in law, their other children, how many (in-
laws)? Where they live (far or near)? what they do? Education 
status? 
Any extended family from their side living near you? Any such 
relative (s) support your family?   
1.3 Background about 
your extended Family 
How many people live in the family e.g your mother/father 
other siblings? Their education status?  
Their employment status? If employed: do, they support 
financially? Emotionally?  
Do they advise when your immediate family makes decisions? 
Who helps doing household spending? What is the spending 
structure like e.g. who decides when money is spent; in the 
house, outside the house?  
Do you know what their general views are about educating 
children? Any preferences for educating boys only? If yes, do 
you know why? 
Section: B Household Income and land holding 
Questions/Themes Prompts & Probes 
1.4 Income sources of 
the house 
Who earns? Husband?  
Do any other family members contribute, including children, in-
laws and parental family? 
Any other source of income? 
1.5 Family land 
ownership  
Do you or your family own land? Do you get income out of it? 
rent or agricultural produce? if rented: how is income from that 
used? Who spends this money? If agricultural land: do you help 
in farming? 
Can you tell me more about your farming experience e.g. when 
do you cultivate, who cultivates? Who harvests? Do you use the 
harvest at home? Do you sell the produce? 
Any land in your name? if yes: is it a gift from your parents?  
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1.6 Is the house yours 
or rented? 
If owned: whose name is it in?  
If Rented: who pays rent? From which income? 
1.7 Does your family 
own any cattle? 
If Yes: who takes care of the cattle? Do you use dairy products 
from the cattle? do you sell dairy? If yes, who handles the 
money? Do you sell cattle? If yes, who handles the money? 
If No: Move to 1.8 
Section C: Community, Society and Institutions (social networks) 




schools in the 
locality  
How are the people? Any neighbourhood friends? Any women-
only get-togethers? How is education/employment for women 
viewed in your village community? Do you agree with their views? 
Agree or disagree: Why? 
Is there a schools nearby? What kind, girls, boys, mixed (co-
education)? If yes: How is the school? Are they safe? Do they teach 
well? any other thoughts about the schools? If no: How do people 
manage to send their children to school? 
What schools people send their daughters to? 
any madrassa? Other Informal education provider? 
Section D: Education Related Issues 
Questions/Themes Prompts & Probes 
1.9 If Completed 
Primary: 
 Please tell me about 
the time you went to 
school? Would you like 
to share something 
about the time that you 
were a young boy? 
If Yes: 
Type of education? How was the experience?  
who supported you at home? Who helped with school work? 
how did parents help? Mother?  
do you feel a difference in your personality or the opportunities 
you got  as opposed to someone who did not get an opportunity 
to go to school? 
Can you think of an incident from your childhood regarding 
this? 
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If not Completed 
primary 
Would you like to share 
something about the 
time that you were a 
young girl?  
If No: 
Why were you not able to attend school? 
Did you want to attend at all? 
 who supported and did not support at home?  
Did your parents have an opinion about it? 
What would you do at home? Did you learn a skill? or work? 




Do you think education can help? 
 If Yes:  
If HH head has completed primary: how do you think it can 
help? What benefits can education have for girls? How has your 
own education helped you? Can you think of an example of a 
relative or friend who has raised a daughter without having the 
opportunity to attend school themselves? What are the benefits 
you think you have that she doesn’t? How about your son’s 
education? 
If HH head has not completed primary: How do you think it can 
help? What benefits can education have for girls? do you think 
your own experience in life has influenced your views? How 
about your son’s education? 
If No: What do you think are the disadvantages of education? 
Can you talk about your own experience about education? 
Can you give an example of someone you knew/know, who 
makes you think education was not useful? Do you think the 
same about your son’s education? 
1.11 Can the primary 
respondent do 
calculations, for 
example taking care of 
household budget?  
Do you give your 
opinion during 
purchase in the family? 
If Yes: Does she take care of small household accounts like, 
budget for food, educational expenditure, children’s clothes etc. 
Is it because you know hisab (math)? 
If No, move to 2.12 
1.12 Who helps the 
children with their 
school work? 
If Father does: 
How do you help? Do you keep track of their progress? Do you 
communicate with the school regarding educational issues? 
If No:  
Who gives them Quran lessons? Do you or another family 
member help teach the children anything else? Eg a skill?  
1.13 What are your 
aspirations for your 
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children’s future? 
      Especially for their 
education? 
What are your aspirations about level of education for your 
daughter? plans about her marriage? 
Section E: Decision making  
Questions/Themes Prompts & Probes 
1.14 Gauge an idea about 
independent movement 
outside the house 
(The purpose of this query is to know if the mother needs 
permission and how far (distance wise) can she go without it, 
for e.g. can she go out without an escort, does she need 
permission from another family member?) 
Who; makes purchases for groceries? Goes to the market? 
Settles bills? Takes children to school?  
If it is not mother move to 1.15 if yes continue with the 
following Questions/Themes. 
Does she ask for permission or consult someone before 
planning a visit? From whom? 
How far with permission? How far without permission? 
Permission from whom? 
1.15 When the family is 
deciding to purchase 
something who makes 
the decisions?  
What about small purchases? Children’s clothing? Food and 
kitchen? School decisions? books, bags, uniforms?  
Does she (the mother) participate and give her opinion?  
Do you think when a family member has completed more years 
of education the family values their opinions more? (ask for an 
example)  
Section F: Your Views and Opinions 
Questions/Themes Prompts & Probes 
1.16 About Perceived 
Interest of the mother: 
Question for the 
interviewer: How much 
does the HH head feel, 
the mother values her 
interests?  
When there is an issue in the house related to, for example, 
children’s education or health and the mother has a different 
opinion, would she quickly agree with the others or would she 
insist and try to make everyone see your point? 
If she quickly agrees: Why do you think she agrees quickly? Is 
she easily convinced that the other’s opinion is better than what 
she thinks? 
If she does not quickly agree: Does she manage to convince 
others sometimes? If yes: How do you get convinced by her? 
1.17 Perceived 
Contributions: Maternal 
Who takes care of house work?  
If that person is unwell what happens then? Please share your 
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perceptions about her 





about a woman’s 
sustenance in case she is 
widowed or desserted.  
Please share your views 
Contact details of 
respondent 
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Schedule No. 1c: 
Other Dominant Decision maker 
Verification of details 
Name 
Age 
Education  Yes/no 
If yes 
what level?  
can you read and write? 
Relationship to household head 
How many children in the house 
How many 12-16 aged daughters 
in the house 
Note to Interviewer: Brief them about the structure of the interview and tell them that they 
are encouraged to include details to the Questions/Themes.  
Remind them that they: 
can ask for clarification if they don’t understand the question 
can take their time to think if they want to reflect 
can withdraw consent at any point 









Venue (place of interview): 
Interviewer name: 
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Interview schedule 
Sec A: About the respondent and their family 
Questions/Themes Prompts & Probes 
1.1 
Background about Self 
Children 
–NA-
1.2 Background about Family –NA-
1.3 Your background How many people live in the family? Your education 
status?  
Your employment status? If employed: do, you support 
your son’s family financially? Emotionally?  
Do you advice in decisions related to your son’s family? 
Who advices in household spending? What is the spending 
structure like e.g. who decides when money is spent; in the 
house, outside the house?  
Section: B Household Income and land holding 
Questions/Themes Prompts & Probes 
1.4 Income sources of the 
house 
Who earns?  
Do any other family members contribute, including 
children, in-laws and parental family? 
Any other source of income? 
1.5 Family land ownership  Does any member of your family own land? Do you get 
income out of it? rent or agricultural produce? if rented: 
how is income from that used? Who spends this money? If 
agricultural land: do you help in farming? 
Can you tell me more about your farming experience e.g. 
when do you cultivate, who cultivates? Who harvests? Do 
you use the harvest at home? Do you sell the produce? 
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1.6 Is the house yours or 
rented? 
If owned: whose name is it in?  
If Rented: who pays rent? From which income? 
1.7 Does your family own 
any cattle? 
If Yes: who takes care of the cattle? Do you use dairy 
products from the cattle? do you sell dairy? If yes, who 
handles the money? Do you sell cattle? If yes, who 
handles the money? 
If No: Move to 1.8 
Section C: Community, Society and Institutions (social networks) 
Questions/Themes Prompts & Probes 
1.8 About neighbourhood, 
community and schools in 
the locality  
How are the people? Any neighbourhood friends? Any 
women-only get-togethers? How is education/employment 
for women viewed in your village community? Do you 
agree with their views? Agree or disagree: Why? 
Are there schools nearby? What kind, girls, boys, mixed 
(co-education)? If yes: How is the school? Are they safe? 
Do they teach well? any other thoughts about the schools? If 
no: How do people manage to send their children to school? 
What schools people send their daughters to? 
any madrassa? Other Informal education provider? 
Section D: Education Related Issues 
Questions/Themes Prompts & Probes 
1.9 If Completed Primary: 
 Please tell me about the 
time you went to school? 
Would you like to share 
something about the time 
that you were a young 
person? 
If not Completed primary 
Would you like to share 
something about the time 
that you were a young 
If Yes: 
Type of education? How was the experience?  
who supported you at home? Did your parents help? how did 
they help? Mother?  
do you feel a difference in yourself as opposed to someone 
who did not get an opportunity to go to school? 
Can you think of an incident from your childhood regarding 
this? 
If No: 
What did you do at home? Did you learn a skill? 
Why were you not able to attend school? 
Did you want to attend at all? 
 who supported and did not support at home?  
Did your parents have an opinion about it? 
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girl?  
1.10 What are your 
thoughts about education, 
specifically girl’s 
education? 
Do you think education can help? 
 If Yes:  
If Family member has completed primary: how do you think 
it can help? What benefits can education have for girls? How 
has your own education helped you? Can you think of an 
example of a relative or friend who has raised a daughter 
without having the opportunity to attend school themselves? 
What are the benefits you think you have that she doesn’t? 
How about your son’s education? 
If family member has not completed primary: How do you 
think it can help? What benefits can education have for girls? 
do you think your own experience in life has influenced your 
views? How about your son’s education? 
If No: What do you think are the disadvantages of education? 
Can you talk about your own experience about education? 
Can you give an example of someone you knew/know, who 
makes you think education was not useful? Do you think the 
same about your son’s education? 
1.11 Who takes care of the 
house budget? 
Who takes care of small household accounts like, budget for 
food, educational expenditure, children’s clothes etc. Is it 
because the person knows hisab (math)? 
1.12 Who helps the grand 
children with their school 
work? 
How does one help? Who keeps track of the children’s 
progress? Who communicates with the school regarding 
educational issues? 
Who helps with Quran lessons?  
1.13 
What are your aspirations 
for your grandchildren’s 
future? 
Especially for their 
education? 
What are your aspirations about level of education for your 
granddaughter? plans about her marriage? 
Section E: Decision making and agency 
Questions/Themes Prompts & Probes 
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1.14  
Please tell me what is the 
rule about family members 
going out for visits?  
Eg when one family 
member wants to go visit 
someone do they ask for 
somebody’s permission?  
If Yes: 
How far with permission? How far without permission? Who 
does she ask permission from? 
for groceries? To the market, Settle bills, Children’s school, 
Neighbours, friends, family? 
how about visiting her parent’s home? Meet friends? 
Doctor’s visits? 
If No: Move to 2.15  
1.15 
When the family is 
deciding to purchase 
something who makes the 
decisions?  
What about small purchases? Children’s clothing? Food and 
kitchen? School decisions? books, bags, uniforms?  
Which family members participate and give their opinions?  
Do you think schooling has something to do with the way 
things are, for eg. anyone who has higher education, does it 
influence how families respond to their opinions? 
Section F: Your Views and Opinions 
Questions/Themes Prompts & Probes 
1.16 About Perceived 
Interest of the mother: 
How much do you think 
does a woman value her 
own choices and interests 
in your region?  
When there is an issue in the house related to, for example, 
children’s education or health and the mother has a different 
opinion, would she quickly agree with the others or would 
she insist and try to make everyone see your point? 
If she quickly agrees: Why do you think she agrees quickly? 
Is she easily convinced that the other’s opinion is better than 
what she thinks? 
If she does not: Does she manage to convince others 
sometimes? If yes: How do you get convinced by her? 
1.17 Perceived 
Contributions: Woman’s 
perceptions about her 
contribution to the 
household 
Please share your views 
1.18 Perceptions about a 
woman’s sustenance in 
case of breakdown of 
marriage  
Please share your views 
Contact details of respondent 
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Schedule No. 1d:  
Daughter/Son 
Verification of details 
Name 
Age 
Education Never enrolled, drop-out, 
If yes currently enrolled, completed, secondary 
school 
Can you read and write? 
Relationship to household head 
How many siblings 
Gender of siblings 
Ages of siblings 
How many 12-16 aged sisters 









Venue (place of interview): 
Interviewer name: 
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Note to Interviewer: Brief them about the structure of the interview and tell them that they 
are encouraged to include details to the Questions/Themes.  
Remind them that they: 
can ask for clarification if they don’t understand the question 
can take their time to think if they want to reflect 
can withdraw consent at any point 
the things they discuss will not be shared with anyone (including other household members) 
Ice Breaker Question (life story question) 
What is your regular day 
like? 
How does your day start? Who takes you to school? Who do 
you play with? Friends and their names? Favorite teachers? 
What subject do you like? Why? Which teacher do you 
like? How do you come back home? If home what do you 
do in the morning? What do you enjoy? What do you not 
like? Why? 
Interview schedule 
Sec A: About the respondent and their family 
Questions/Themes Prompts & Probes 
1.1  
Background about Self 
Age? years of schooling  




Do your siblings go to school? Which ones? How far is the
school? Who takes them? How is the school? etc
1.2 Background about 
maternal grandparents 
Education of grandmother/father, uncles aunts? Where they 
live (far or near)? what they do? 
Any extended family from maternal  side living near you? 
Any such relative (s) support you with school work or 
morally?  
1.3 Background about 
Family (living-in) 
How many people live in the family? Their education 
status?  
Their employment status? If employed: do, they support 
financially? Emotionally?  
Do they help in making decisions? Who helps doing 
household spending? What is the spending structure like 
e.g. who decides when money is spent; in the house, outside
the house?
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Do you know what their general views are about educating 
children?  
Section: B Household Income and land holding 
Questions/Themes Prompts & Probes 
1.4 Income sources of the 
house 
Who works at home?  
1.5 Family land ownership  If agricultural land: do you help your family in farming? 
Can you tell me more about your elders’ farming experience 
e.g. when do you cultivate, who cultivates? Who harvests?
Do you use the harvest at home? Do you sell the produce?
1.6 Is the house yours or 
rented? 
–NA-
1.7 Does your family own 
any cattle? 
If Yes: who takes care of the cattle? Do you use dairy 
products from the cattle? do you sell dairy? If yes, who 
handles the money? Do you sell cattle?  
If No: Move to 1.8 
Section C: Community, Society and Institutions (social networks) 
Questions/Themes Prompts & Probes 
1.8 About neighbourhood, 
community and schools in the 
locality  
How are the people? Any neighbourhood friends? Any 
family, children or women-only get-togethers? Do you 
know how people at your village view?  
Do you Agree or disagree with them? Why? 
Are there schools nearby? What kind, girls, boys, mixed 
(co-education)? If yes: How is the school? Are they safe? 
Do they teach well? any other thoughts about the schools? 
 If enrolled: Please tell me a little about your own school? 
The teachers? Building? Facilities?Studies? 
If no: How do other children go to school? 
What schools people send their children to? 
any madrassa? Other Informal education provider? 
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Section D: Education Related Issues 
Questions/Themes Prompts & Probes 
1.9 If daughter has completed 
Primary or was/is enrolled: 
 Please tell me about your 
school and studies?  
If not Completed primary, 
dropped out or never enrolled 
Would you like to share 
something about your time at 
home?  
If Yes: 
Type of education? How was/is the experience?  
who supports you at home? Do your parents help? how do 
they help? Mother?  
do you feel a difference in yourself as opposed to someone 
who does not get an opportunity to go to school? 
Can you think of a case from your village regarding this? 
If No: 
If not completed primary: 
Why dropped out? Any reasons you can give?  
If Never enrolled: 
Why were you not able to attend school? 
who supports and does not support at home?  
Do your parents have an opinion about it? 
What do you do at home? Do you learn a skill?  
1.10 What are your thoughts 
about education? 
Do you think education can help? 
 If Yes:  
If daughter has completed primary or in secondary: how 
do you think it can help? What benefits can education have 
for girls? How has your own education helped you? Can 
you think of an example of a relative or friend without the 
opportunity to attend school? What are the benefits you 
think you have that she doesn’t?  
If daughter has not completed primary or not enrolled: 
How do you think it can help? What benefits can 
education have for girls? do you think your own 
experience in life has influenced your views?  
If No: What do you think are the disadvantages of 
education? Can you talk about your own experience (about 
education)? 
Can you give an example of someone you knew/know, 
who makes you think education is not useful? Do you 
think the same about your brother’s education? 
1.11 Who takes care of 
household budget? 
Who takes care of small household accounts like, budget 
for food, educational expenditure, children’s clothes etc. Is 
it because that person knows hisab (math)? 
If No, move to 2.12 
1.12 Who helps with your 
school work? 
How do they help? How about your parents? Do they keep 
track of your progress? Do they meet with your school 
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teachers regarding educational issues? 
If No:  
Who helps with Quran lessons? Do you learn anything 
else at home? 
1.13 
If not enrolled in school or 
has not completed primary 
What are your aspirations for 
your future? 
      If enrolled: 
Aspirations about your 
education? 
Please explain 
Section E: Decision making and agency 
Questions/Themes Prompts & Probes 
1.14 
Please tell me what is the 
system at home for going 
outside?  
Does everybody seek permission or do people inform 
others? 
1.15 
When the family is deciding 
to purchase something who 
makes the decisions?  
What about small purchases? Children’s clothing? Food and 
kitchen? School decisions? books, bags, uniforms?  
Does your mother participate and give her opinion?  
Do you think schooling has something to do with the way 
things are, for eg. anyone who has higher education, does it 
influence how families respond to their opinions? 
Section F: Your Views and Opinions 
Questions/Themes Prompts & Probes 
1.16 About Perceived 
Interest of the mother: How 
much do you think does the 
mother value her own 
choices and interests?  
When there is an issue in the house related to, for example, 
your education or health and your mother has a different 
opinion, would she quickly agree with the others or would 
she insist and try to make everyone see her point? 
If she quickly agrees: Why do you think she agrees quickly? 
Is she easily convinced that the other’s opinion is better than 
what she thinks? 
If she does not: Does she manage to convince others 
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sometimes? If yes: How do family members get convinced 
by her? Can you give an example? 
1.17 Perceived 
Contributions: Daughter’s 
perceptions about her 
mother’s contribution to the 
household 
What does your mother do during her day? 
What happens when she falls ill or has to go away? 
1.18 Perceptions about a 
woman’s sustenance in case 










Appendix 3.2-Clustering and Detailed 
Geographical Area Selection 
What data set is being used and what is the total population for sample selection? 
I have used the ASER Pakistan data set for 2014. The survey covers all of Pakistan 
and in 2014 it included data from 144 rural districts and 4698 villages. ASER surveys are 
child centred. 
For my study I have selected cases of 3-16-year-old daughters within rural Punjab. The 
total sample after this selection is 23907 cases. 
What is the strategy for geographical area selection? 
I have made my geographical selection for data collection on province and district level, 
using purposive sampling method. On village level, two villages were selected from the district 
of Sargodha based on % schooling status of mothers and % of girls enrolled in school, using 
hierarchical clustering (see Fig 1, p. 2, Q II). 
What is the strategy? 
For my interviews I aim to select households where I can find mothers who have 
completed primary education and live in a region where enrolment rates are relatively higher. 
After identifying villages by this exercise I will have a census conducted in the selected villages 
with the help of a survey company (Gallup) to identify households with attributes of interest. The 
attributes of interest for the household are; 12-16-year-old daughter, extended/ joint family 
system, male household headship. For mothers, characteristics are based on her completion of 
primary level education. From each village I will select four mothers who have completed 
primary education and four who have not. 
Appendix 3.2
G ographica  Ar a Selection and Further 




Intersecting red Arrows show Provincial averages for percentages of schooled mothers and daughters enrolled in school. 
Figure 1: Characteristics Matrix for geographical area selection 






Punjab, District Level Attributes of Mothers’ and Daughters’ Schooling Status 
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% within Attock 
Count 
% within Bahawalnagar 
Count 
% within Bahawalpur 
Count 
% within Bhakkar 
Count 
% within Chakwal 
Count 
% within Chiniot 
Count 
% within Faisalabad 
Count 
% within Gujranwala 
Count 
% within Gujrat 
Count 
% within Hafizabad 
Count 
% within Jhehlum 
Count 
% within Jhang 
Count 
% within Qasur 
Count 
% within Khanewal 
Count 
% within Khushab 
Count 
% within Lahore 
Count 
% within Layyah 
Count 



















































































































































































































































% within Mianwali 
Count 
% within Multan 
Count 
% within Musaffar Garh 
Count 
% within Nankana Sahib 
Count 
% within Narowal 
Count 
% within Okara 
Count 
% within Pakpattan 
Count 
% within Rahim Yar Khan 
Count 
% within Rajanpur 
Count 
% within Rawalpindi 
Count 
% within Sahiwal 
Count 
% within Sargodha 
Count 
% within Sheikhupura 
Count 
% within Sialkot 
Count 
% within T.T.Singh 
Count 















































































































































































































Selecting District for Data Collection. I have selected Sargodha district for my data collection. 













































 CLUSTERING OF DISTRICTS IN PUNJAB 
Province Punjab: Identifying District. I have conducted hierarchical clustering on variables of 











Paunjab District Level Attributes 
The plotted graph of districts within Punjab are given in figure 4 below. 
Figure 4 
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District Sargodha: Identifying Villages 
Dendogram for hierarchical clustering based on % maternal school attendance and 
daughters’  school enrolment is given in the figure 5 
below. 








Sargodha Village Level Attributes: 
% Daughters enrolled in school & % Mothers who have attended school 
Graph plotting of the clusters identified in Sargodha on characteristic matrix is 
given below (see Figure 6) 
Figure 6 
As apparent from the graph, both the villages lie in the top right section 
(QII) of the graph. In this particular area a greater number of mothers have 
attended school and similarly a greater number of daughters are enrolled in 
schools. The logic for this selection is that my study focuses on household 
dynamics of decision making. If majority of mothers have not received 
education and most of the daughters are not enrolled, it signifies that there are 
other constraints for example, infrastructural or economic, that are influencing 
access and learning. My focus remains on household behaviours thus selecting 
such villages provides some kind of control over external factors. 
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.&E¦#/ ĉd {ỊŤ ͇  ̈́        ̈́  ̈́    S-21728

SPNE ǖ˽  ͇  ̈́ͭͭͭͭͭͭͭͭͭͭͭͭͭͭͭͭͭͭW˙ »  ̈́ͭͭͭͭͭͭͭͭͭͭͭͭͭͭͭͭͭͭͭͭͰ^ ǑȢǲ
p ͈  
ͅͭͭͭͭͭͰͭͭͭͭͭͭͭͭͭͭͭͭͭͭͭ
#/ m/ģ%'/ĵ  ̈́    ͭͭͭͭͭͭͭͭͭͭͭͭͭͭͭͭͭͭͭͭͰbx&E ǖ #/ m  ͈    ͊ ̈́    ̈́ͭͭͭͭͭͭͭͭͭͭͭͭͭͭͭͭͭͭͰ/̂ ¹Eǖ˽ 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INTRODUCTION TO THE STUDY 
1.1  Overall Research Objectives: 
This fieldwork in Sargodha was conducted as the second phase of a study 
that aims to explore the influence of maternal education on domestic 
decisions and learning for daughters. The primary objective of the survey 
(second phase) was to identify 72 households from 2 villages in the Sargodha 
district. These villages were specified by the client:  Chak 104 NB and Chak 46 
SB. 36 cases were to be identified from each village, within which there was 
to be a 50:50 ratio of schooled and unschooled mothers. Within each of 
these four categories, there was to be a good mix of households with 
daughters that had never been enrolled in school, those that had dropped 
out and those that were currently in school. 
1.2 Some Important Definitions: 
Client: Ms. Aliya Khalid 
Phase 1: Pre-Survey Assistance 
Phase 2:  Fieldwork in Sargodha conducted by Gallup Pakistan, using a filter 
survey, household survey sheet, village compilation sheet and village map 
Phase 3: In-depth Interviews conducted by the client after selection from 
within the recruited households from Phase 1 with research assistance from 
Gallup Pakistan 
Type 1 Mothers/ Schooled Mothers: Mothers educated up till the range 
Grades 5-10 
Type 2 Mothers/ Unschooled Mothers: Uneducated mothers 
Type 1 Daughter: Never enrolled (who have never been sent to school) 
Type 2 Daughter: Dropped out (was taken out of school at any point and due 
to any reason) 
Type 3 Daughter: Currently Enrolled (Currently going to school) 
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1.3 Sampling Methodology 
Some Basic Information: 
Country: Pakistan 
District: Sargodha 
Selected Villages: Chak 104 NB and Chak 46 SB 
Research Provider: Gallup Pakistan 
Sampling Information on the Villages: 
Village Number of HH sampled Distance from Girls’ 
School 
Chak 104 NB 431 Less than 1 km 
Chak 46 SB 806 Less than 1 km 
Booster Villages 
Chak 63 SB We contacted 6 HH but 
snowballing informed 
that there wasn’t any 
possibility of Type 1 and 
Type 2 daughters in this 
village 
Less than 1 km 
Chak 43 SB 1 for Type 1 Less than 1 km 
Chak 111 SB 1 for Type 1 Less than 1 km 
Naseer Pur Kallan (Kot 
Momin Tehsil) 
15 for Type 1 , 2 and 3 Less than 1 km 
Sample Size (Target): 
The sample size for this study was a mix of 72 households in the ratio specified 
under Sample Design and Distribution. This was the target sample before 
fieldwork started, brought down to 60 after practical difficulties arose in the 
field. 
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Sample Design & Distribution: 
Village 














NB 6 6 6 6 6 6 36 
Chak 46 
SB 6 6 6 6 6 6 36 
Total 12 12 12 12 12 12 72 
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1.4 Planned Project Timelines: 
Project 






Emails on Research 
Objectives, Research 
Design, Possible 
Timelines and the 
Overall Process for 
Context. DCR Report 
etc. 
N/A 8





Receipt of Final 
Survey Tools from the 
Client 
N/A 22nd June 
Hiatus due to end of 
Ramzan and Eid 
Holidays 
N/A 23rd June-30th June 
Finalization of 
Research Design – 
Adapting the Survey 
Tools & Translation 
into Urdu  
N/A 3rd July-12th July 
Training Training in Sargodha N/A 13th July 
Field work 
Data Collection from 
2 villages  14th July – 17th July 14th July – 27th July 
Receipt of 
Data 
Receipt of Data at 
Lahore Office from 
Sargodha Field Office 
18th July 27th July 
Data 
Processing Data Entry  19
th July 24th July- 28th July 
Data Sharing 
Submission of SPSS file 
to Client (47 cases) 20
th July 25th July 
Submission of SPSS file 
to Client (51 cases) N/A 28
th July 
Submission of SPSS file 
to Client (54 cases) N/A 23
rd August 2017 
Quality 
Control 
Field Supervision N/A 14th July-30th July 
Data Checking and 
Editing (post data 
management work 
N/A 17th July -24th July 
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continued after this 




consent and access 
during Phase 3) 
28th July -30th July 
Scheduling & Re-
scheduling of 
Interviews for Phase 3 
28th July  
onwards/overlapping 
with Phase 3 





Dispatch of Hard 
Copies of Survey 
Forms 
25th August 
Will be collected on 28th 
from the Lahore Office 
by the client 
Submission of Revised 
SPSS ( 3 additional 
cases recruited during 
Phase 3) so a total of 
54 cases 
25th August 23rd August 
Submission of 
Technical Report 25th August 24
th August 
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1.5 Team Profile & Profile of Enumerators: 
Key Team Members: 
S.no Name Main Role in the Project 
1 Nayema Hasain Overall Co-ordination of Fieldwork and Data 
Management 
2 Haji Amin Nasir Project Assistant/Assistant Field Operations 
Manager 
3 Mehboob ul 
Hassan 
Regional Coordinator 
4 Haris Mustafa Field Assistance in Transition from Phase 2 to 3 




Age Gender Education Occupation 
1 1385 20-29 Male Graduate Fieldwork 
2 1404 40-49 Male Graduate Fieldwork 
Note: The questionnaire was translated into Urdu but the field team and the 
enumerators had good knowledge of Punjabi, which was important 
considering the context of the work and district of focus for this study. 
340
Fieldwork in Sargodha 
(Phase 2) 9 
IMPLEMENTATION OF THE STUDY 
2.1 Briefing and Training of Interviewers: 
Date & Venue: 
Training was conducted for enumerators at the field office in Sargodha on 
the 13th of July. 
Trainer & Participants: 
Ms. Nayema Hussain, the overall fieldwork coordinator for this project conducted 
this training session for enumerators at the Sargodha field office. Ms. Aliya Khalid, 
the client for this project also participated over Skype and gave her input where 
necessary. It was attended by the 2 enumerators who were to be involved in the 
fieldwork for this study as well as the Regional Coordinator. 
Issues emphasized during briefing: 
Some general rules reiterated to these experienced interviewers during the 
training: 
1. How to scan and make contact with households/household heads with
regards to the specific requirements of this study
2. Proper introduction of the survey to overcome respondent reluctance
3. Proper recording of responses within the survey tools
4. Observance of Guidelines in the Training Kit
Apart from the general rules we emphasize during training, below were some 
points focused on, with regards to this particular study: 
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1. How to brief respondents about the topic in general in order to make
them comfortable with regards to answering the questions in the second
phase, and to ease them into consenting to being interviewed in the
third phase.
2. Informing respondents about how the interviews would revolve around
household decision making and relationships in Phase 3 to remove any
possible suspicions and doubts that surround such topics and studies.
3. Ask if there was another family member living in the household apart
from the husband and wife, who was the dominant decision maker and
note down the name and relationship (with the family head and
daughter) of this decision maker in the survey form as well.
4. Targeting the household head in each household since it was his
consent that would matter the most with regards to access into these
households during the third phase.
5. Negotiating consent for Phase 3. During this stage, the surveyors need to
clarify that the interviews would be conducted with the household head
himself, the mother, the daughter (and probably a son) as well as the
‘other’ decision maker (if identified by the household head).
6. The respondent should be clearly told the interviews in Phase 3 would be
one-on-one.
7. The importance of the various definitions within the study, as this would
impact the recruitment in Phase 2 and interviews in Phase 3.
These steps were taken in order to ensure that there was the least possible 
compromise with terms to sample size and gaining access for the client and 
her support team during Phase 3. 
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2.2   Fieldwork Procedures/Stages: 
Achieved Sample: A sample of 54 households was achieved by the end of 
Phase 3. 51 of these were recruited by the end of Phase 2 and 3 additional 
households were recruited by the client with field assistance during Phase 3. 
Stage1: Pre-Survey Setup 
The final documents were received from the client on June 22. These 
included: 
1. Filter Sheet with Consent Text
2. Household Survey Sheet






The client also specified 2 villages to be focused on for fieldwork: Chak 104 
NB and Chak 46 SB. Due to end of Ramzan and Eid holidays, work was 
slow/halted over the next few days. The survey tools were adapted by Gallup 
to suit the demands of the field and translated into Urdu by 12th July. 
Stage 2: Fieldwork in Chak 104 NB and Chak 46 SB 
After training on the 13th, fieldwork was simultaneously initiated in these 2 
villages on the 14th of July. Fieldwork continued over the weekend and the 
status of fieldwork on various dates is given below this paragraph.  The field 
team entered Chak 104 NB and contacted households using the right hand 
rule and random walk method and completed work in this village. However, 
they were unable to recruit any households with Type 3 daughters.  In the 
same way, recruitment of households was undertaken for 691 households in 
Chak 46 SB over a period of 3 days. Till the 19th of July, the team was unable 
to recruit any households with Type 3 daughters from this village either. Only 2 
households with Type 2 daughters under the broader category of Type 2 
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mothers were recruited for Chak 104 NB. The original quota for the Type 3 
daughter category was met for all but the Type 2 Mother in Chak 46 SB, 
where there was a shortfall of 2 households. The total recruitment was 24 HH 
on the 19th of July. 
Status of Fieldwork on 18th, and 19th July*: 
Village 














104 NB 0 0 6 0 2 6 14 
Chak 
46 SB 0 0 6 0 0 4 10 
Total 0 0 12 0 2 10 24 
* Number of Contact Attempts/Successful & Unsuccessful Attempts/Screening out details were tabulated in the
shared statuses with the client on these days and have been given in the appendix separately for each day.
Between the 19th and 21st of July, the team was able to complete and 
exceed the quotas for Type 3 daughters in both villages. They were also able 
to recruit some more Type 2 daughters in both villages. However, no 
household with Type 2 daughter under Type 1 mother was located in Chak 46 
SB. There was no luck with recruiting any households with Type 1 daughters in 
either village. The total recruitment was 37 HH on the 21st of July. 
Status of Fieldwork on 21st July*: 
Village 














104 NB 0 3 6 0 4 6 14 
Chak 
46 SB 0 0 9 0 2 7 10 
Total 0 3 15 0 6 13 37 
* Number of Contact Attempts/Successful & Unsuccessful Attempts/Screening out details were tabulated in the
shared statuses with the client on these days and have been given in the appendix separately for each day.
Stage 3: Scanning Chak 104 NB and Chak 46 SB as well as 
adjacent areas through Snowballing Technique 
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After consulting the client on these issues that had arisen during fieldwork with 
regards to fulfilling the quotas within the specific types of mothers and 
daughters, the line of action decided was that the survey team would now 
scan these two villages as well as areas adjacent to them through the 
Snowballing Technique. After discussing the practical difficulties that arose 
during fieldwork, it was agreed that we reduce the overall target sample to 
the originally promised 60 households (the extra 12 households had been 
added as buffers on the client’s request) as long as we were able to identify 
some Type 1 daughters and balance the ratio out as much as possible for 
comparison purposes. This endeavor however did not result in the recruitment 
of any more relevant households. 
Stage 4: Scanning Chak 63 SB through the Snowballing Technique 
The client had provided a list of villages that were potential hosts for Type 1 
and Type 2 daughters. She had compiled this list on the basis of ASER data, so 
as to provide some direction to what villages may yield some results that 
would help fill up the quotas for the various types of daughters and mothers.  
Chak 63 SB was one of the villages from this list that was scanned using the 
snowballing technique but no relevant households were located. The 
households that were contacted also informed the interviewers that they 
would not find any other households where daughters had dropped out, or 
were not going to school. 
Stage 5: Scanning Chak 43 SB and Chak 111 SB through the 
Snowballing Technique 
These 2 villages were also selected from the list provided by the client as 
booster villages to try identifying some Type 1 and Type 2 daughters. In Chak 
111 SB, there was 1 Type 2 daughter recruited under Type 1 mother, and in 
Chak 43 SB, there was 1 Type 2 daughter recruited under Type 2 mother. Thus, 
there were 2 cases of daughters that dropped out of school, but none that 
had never been enrolled. The status of these has been tabulated in the 
figures presented under the text for Stage 7. 
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Stage 6: Complete Scans of Chak 104 NB and Chak 46 SB 
The survey team then went back to completely the scan these villages to 
ensure no relevant households had been missed out but these efforts yielded 
no additional relevant recruitment.  
Stage 7: Scanning Naseer Pur Kallan ( Kot Momin Tehsil) 
Since the scan of the adjacent areas and attempts at some other nearby 
villages from the list did not yield much success, the team chose Naseer Pur 
Kallan from the list of villages provided by the client. This was chosen keeping 
in mind that this will village was slightly further away and there was a greater 
chance of being able to identify Type 1 and Type 2 cases from this village. 
The client also requested that if we were able to identify Type 1 and Type 2 
cases from this village, we should also target Type 3 cases for comparison 
purposes. The filter criteria of a joint family system and education of the 
mother was removed for this stage of fieldwork. 
4 cases of Type 1 daughters and 3 cases of Type 2 daughters under Mother 
Type 2 were recruited successfully during the scan of Naseer Pur Kallan by the 
24th of July. The total recruitment was 47 households on 24th July. 
By the 27th of July, 1 each of Type 2 and Type 3 daughters were recruited 
under Type 1 mother from Naseer Pur Kallan. Under Type 2 mother, the status 
of recruitment was 5 Type 1 daughters, 4 Type 2 daughters and 1 Type 3 
daughter. Total recruitment on 27th July was 51 households. 
During Phase 3, 3 additional households were recruited by the client with field 
assistance, bringing the total number of recruited households to 54. 
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Status of Fieldwork on 24th July*: 
Village 













Chak 104 0 3 6 0 4 6 19 
Chak 46 




0 0 0 0 1 0 2 
Booster 
111 SB 




0 0 0 4 3 0 7 
Total 0 5 15 4 10 13 47 
Status of Fieldwork on 27th July*: 
Village 













Chak 104 0 3 6 0 4 6 19 
Chak 46 




0 0 0 0 1 0 1 
Booster 
111 SB 




0 1 1 5 4 1 12 
Total 0 5 16 5 11 14 51 
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Status of Fieldwork after Phase 3**: 
Village 












Chak 104 0 3 6 0 4 6 19 




0 0 0 0 1 0 1 
Booster 




0 1 4 5 4 1 12 
Total 0 5 19 5 11 14 54 
*Number of Contact Attempts/Successful & Unsuccessful Attempts/Screening out details were tabulated in the
shared statuses with the client on these days and have been given in the appendix separately for each day.
** 3 additional cases recruited in Phase 3 
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2.3  Quality Control Mechanisms: 
The quality of data was guaranteed through some standard procedures. 
1. Field Supervision - Regional Coordinator to supervise/guide the two
enumerators alongside the key personnel on this study
2. Briefing on the 13th
3. 100% Back-checking
All households recruited during Phase 2 were contacted for re-verifying
their consent and access through two stages: telephonic contact as well
as face-to face contact (visiting them again in person).
4. Plans to schedule and reschedule interviews before Phase 3/overlapping
with Phase 3 to ensure deliverables were met.
Quality Control for Data: 
1. Prior to data entry at the coding stage, all data was checked for
inconsistencies, missing variables, impossible meanings and logical
discrepancies.
2. Problems were resolved by checking if the data was entered correctly
by going back to the original questionnaire or checking with the
enumerator responsible for that particular household.
3. Data entry and coding was done in strict adherence with the relevant
codebook.
4. Data management continued till all 54 cases had been added.
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2.4   Problems Encountered during Fieldwork 
(Phase 2) 
(Political, Social, Weather or Newsworthy Events That may have affected the survey 
as well as other difficulties during fieldwork) 
1. Educational Reforms in Sargodha
The main problem that the field team was encountering was that it was
unable to identify any Type 1 daughters (never enrolled in school) in
either of the 2 originally selected villages despite undertaking complete
scans as well as rechecking potential target households they may have
missed during their first attempts within these villages. We can attribute
this problem to the educational reforms in Punjab that have encouraged
even the poorest of families to enroll their daughters in schools. Another
cause can be the relative proximity of schools for girls in these villages,
another motivating factor to send female children to school. Type 2
cases were also difficult to identify, due to the same reasons.
Snowballing in the booster villages did lead to recruitment within Type 1
and Type 2 daughters within these households but holistically, these
numbers were lower and much more difficult to obtain than Type 3
daughters.
2. Guests recorded in Phase 2 as children of the household
Haris found that some of the households that had been recorded as
having female children (meeting the criteria) during Phase 2, had
actually been hosting those girls as guests at that time and thus could
not be used for Phase 3.
3. Family shifting home
Haris found that one of the families that had been recruited during
Phase 2 had shifted when he contacted them to reconfirm consent and
access for Phase 3.
4. Rain slowing down fieldwork process in Sargodha during initial few days
350
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APPENDIX 
Detailed Status Sheets on Various days 






Screen Out Mother Type 1 (5-
10 Class) 
Mother Type 2 




















Refused Out Of Quota 
104.NB 287 - - 6 - 2 6 127 5 1 34 1 39 37 14 5 10 
46 SB 240 - - 6 - - 4 114 - - 21 1 36 28 22 5 3 
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Screen Out Mother Type 1 (5-10 
Class) 
Mother Type 2 (Never 



























46 SB 470 - - 6 - - 4 218 - - 35 1 82 66 40 10 6 
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Screen Out Mother Type 1 (5-
10 Class) 
Mother Type 2 




















Refused Out Of Quota 
104.NB 341 - 3 6 - 4 6 149 6 1 49 1 41 41 20 9 5 
46 SB 692 - - 9 - 2 7 322 - - 49 1 128 104 58 15 6 
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Screen Out Mother Type 1 
(5-10 Class) 
Mother Type 2 




















Refused Out Of Quota 
104.NB 341 - 3 6 - 4 6 149 6 1 49 1 41 41 20 9 5 
46 SB 692 - - 9 - 2 7 322 - - 49 1 128 104 58 15 6 
booster from 
village: Naseer pur 4 3 
booster from 
village: 43 SB 1 1 
booster from 
Village:111 SB 1 
Total 0 5 15 4 10 13 
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Screen Out Mother Type 1 
(5-10 Class) 
Mother Type 2 
























104.NB 341 - 3 6 - 4 6 149 6 1 49 1 41 41 20 9 5 
46 SB 807 - - 9 - 2 7 384 1 - 49 2 128 120 76 25 13 
booster from village: 
Naseer pur  4 3 
booster from village: 
43 SB 1 1 
booster from 
Village:111 SB 1 
Total 0 5 15 4 10 13 
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Screen Out Mother Type 1 
(5-10 Class) 
Mother Type 2 




















Refused Out Of Quota 
104.NB 341 - 3 6 - 4 6 149 6 1 49 1 41 41 20 9 5 
46 SB 692 - - 9 - 2 7 322 - - 49 1 128 104 58 15 6 
booster from village: 
Naseer pur  0 1 1 5 4 1 
booster from village: 43 
SB 0 1 
booster from 
Village:111 SB 1 
Total 0 5 16 5 11 14 
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Ethical Procedures¶ Checklist 
Research Title: Exploring the Influence of Maternal Commodities on 
School Access and Learning for Daughters: Case studies of 8 mothers in 
Punjab Pakistan  
1. I will explain the purpose and aims of the study to prospective participants
at the outset.
2. I will seek informed consent from every research participant i.e. husbands,
mothers (primary respondent), family elder and daughter separately.
Additionally, to interview daughters, I will seek consent from both the
parents.
3. I will adhere by the principle of confidentiality.
4. I will clearly discuss the use of the data, including publication of quotes
from their interview comments and the audience for raw and analysed data
with the participants.
5. While finishing up interview or group discussion with participants I will
ask them if they desire anything to be excluded.
6. At the beginning of the interviews, I will give the participants an option to
edit, add or remove any information at the end of the session if they so desire.
7. If the participant asks for any information to be kept confidential, it will
not be shared.
8. I will ask explicitly for permission to use quotations from the interview
conversation.
9. I will code the households and participants for anonymity as soon as I leave
the house. The coding key will be stored with me in an encrypted device.
Reference 





Potential Risks and Their Mediation Strategies for My Study 
Sr. 
No 
Activity Potential Risk Mitigation Strategy 
1 Gaining Entry I will be seeking access to private family 
environments. This may cause the household 
head to be distrustful or apprehensive towards 
the research. 
The prospective households for my study will be selected through a census. As a 
next step I will engage with the households for interviews. The survey company 
assisting me (Gallup) has been informed to perform an initial screening by 
clearly explaining the research and the steps involved to household heads and 
invite them to participate. I will only be handed a list of households that have 
readily agreed to participate. As an extra precaution I will engage with a larger 
number of households and perform a second screening (pre-interview visit) and 
ensure that the household and family members have no apprehensions to 
participate in the study. Any household showing the slightest signs of 





I aim to interview family members, including 
women and children. Women may feel more 
comfortable being interviewed in a certain 
environment and at a time when they are by 
themselves or perhaps when they have taken 
care of their responsibilities. Similarly, men 
and daughters may have preferred place of 
time for the interview. 
After I have selected the houses for the study sample and sought initial consent, I 
will speak with the mothers, other decision makers and daughters. All these 
people will be given the choice to decide their preferred time and place of 
interview. 
3 Checking the 
environment 
I will ask questions related to decision making. 
Other family members will also participate in 
In the pre-interview visit. I will thoroughly check the environment including 






the study. If the family is passing through 
domestic conflicts, conducting a study with 
them may cause undue pressure on family 
relationships. 
family tension is observed, the house will be excluded from the sample to avoid 
causing duress to the family-since the purpose of the research is to understand 
the role of maternal commodities and not to create tensions in household 
relationships and get caught in a power struggle. 




Certain persons may have a tendency for 
violence. In some households, domestic 
violence may be prevalent. Although I am 
taking utmost care in excluding such samples 
from the study but care needs to be taken. It is 
important that the researcher remains 
connected to people during field visits. 
I will be accompanied by a colleague on my field visits and thus in case of a 
violent situation I will have support to retreat peacefully. l will share copies of 
my field work schedule along with my contact details with Gallup and my field 
supervisor. I intend to conduct interviews accompanied by a male colleague 
while interviewing male respondents and a female colleague for female 
respondents during data collection.  
I have been assured by Gallup Pakistan (the survey company) that I will be 




While talking to women I may come across 
sensitive information. For example, related 
with domestic violence.  
In such situations, I will have to weigh my options very carefully. In Pakistan, 
the cultural system is complex and there are no strong institutions providing 
protection to vulnerable people. Although there are some local level 
accountability mechanisms like panchayats (village union councils), the elders of 
these councils usually support male household heads²informing the panchayat 
may make things worse for the mother. Therefore, I do not see myself in a 
position to either guide the respondents or get involved by sharing this 
information with someone else. The best course of action is to do a thorough and 
careful screening during selection stage to avoid such houses. 
6 Evaluation 
and change of 
protocol 
I have considered that unforeseen 
circumstances may emerge during the course 
of field work. It is important to allow 
flexibility to deal with such issues. 
I understand that the protocol is liable to change if I identify a hazard during 
field work that was not previously anticipated. However, the changed course of 
action, reason and mediatory response will be set out in the research journal, 




McCosker, H., Barnard, A., & Gerber, R. (2001). Undertaking Sensitive Research: Issues and strategies for meeting the safety needs of all 
participants. In Forum Qualitative Sozialforschung/Forum: Qualitative Social Research (Vol. 2). 
Oliver, P. (2010). 7KH6WXGHQW¶V*XLGHWR5HVHDUFK(WKLFV. McGraw-Hill Education (UK). 
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Appendix 3.8: Informed Consent Forms 
Consent Form No. 1: For Primary Respondent (Mother) and Household Head (Father or 
Other) 
Participant No.  
Introduction. I invite you to join me in my research study about mothers and their experiences 
in supporting their daughters’ education. I am conducting this study firstly because it is a 
requirement for the completion of my PhD degree. Secondly, this topic is very important for 
me because I have worked at a school for many years. In my experience as an educator, 
daughter and mother I have witnessed how women are involved in the matters concerning their 
daughters. Therefore, in this study I am exploring how mothers shape their daughters’ 
schooling and learning through household decisions. I wish to explore what personal and social 
factors are important for mothers in this regard. I shall be grateful if you agree to participate in 
my study. Even if you decide not to participate, I will accept your decision happily. Please take 
your time to respond, think about it and discuss it with your family. 
What will you be involved in if you agree to participate  
I along with a female friend/researcher will visit you for _______ days. During this time, I will 
ask you to participate in an interview, at the time and place of your convenience. The interview 
will include some broad questions about your background, family, village, education and 
decision making in your household. I think that it will take ____________minutes. 
With your permission the interview will be audio recorded for later use.  
I (or other involved researchers) reserve the right to exclude any participant from the study if 
at any point I (they) think it is not in your or their own best interest to continue. They can 
remove you for any other reasons relevant to the research and without seeking formal consent. 
Similarly, you have the right to withdraw from the study at any point or stage. This will not 
harm our relationship.  
• Include this section for Household head: As part of my study I wish to interview a
mother, daughter and an important decision maker from your family as well. They will
be interviewed about the broad questions mentioned above, in addition the daughter
Appendix 3.8
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will be assessed for learning. I will be accompanied by a female friend/researcher. In 
respect of the cultural traditions a male researcher will conduct interviews with any 
male family members. 
Risks. There are no anticipated physical risks involved in this study. I want to assure you that 
your privacy is of utmost concern to me. If you feel intimidated or overwhelmed while recalling 
accounts of family life, please let me know and we will discontinue. If you feel that you have 
over-shared after the interview (intended for wife) please know that you can contact me and 
ask me to remove any or all parts of your data. I would like to reiterate that all your information 
will be safely stored on devices and will only be shared with research associates only after 
being anonymized.  
Benefits and incentives of taking part in the study. There are no incentives monetary or non-
monetary involved in the study. I am requesting your participation in the hope that your 
contribution will help create a deeper understanding of the issues that mothers face as they try 
and influence the lives of their daughters.  
Confidentiality. The following steps will be taken to keep your information safe and protected. 
i. Your identity will only be known by me and my colleague who will accompany at the
time of interview.
ii. As soon as interview is recorded it will be anonymized.
iii. The raw data collected from you will only be available to me and my research associates
for analysis purposes, only after your name and identity have been completely
anonymized.
iv. Some of your quotes from the interview may be used in the final report but will not
indicate your identity.
v. The reports produced as a result of this study may be published publicly.
vi. The raw data will be encrypted and stored safely in my personal computing device.
vii. After four years of analysis the raw data will be destroyed.
Your rights as a research participant. You are requested to participate in this study 
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voluntarily. You may withdraw from the study at any time. In case of such a decision your 
relationship with _______________ will not be affected. In such a case, all data related to you 
will be removed from record.  
Contact information if you need to discuss something. You can call me on my phone 
number. ________________. If you want to know anything else about me or my study and 
have more questions, please feel free to contact me. 
Consent of Participant  
Participant’s signature  
Date:  
Researcher’s signature  
Date:  
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Agency lens analysis (Functionings) 
Nodes\\Level 3-Agency lens analysis (Functionings) 
Mothers’ capacity for action for their daughters’ education, their thinking behind actions. 
Name Description Files References 
Actions of mothers Actions to support their daughters’ education and learning 29 140 
2.1 Education related actions Mothers’ aspirations for their daughters’ education 29 113 
2.1.1 Putting daughters(children) 
in school 
1. Actions for enrolment 2. Actions for keeping the children in school 3. Actions for
convincing husband
23 34 
2.1.1a. convinces husband Tries to convince husband if he discourages their daughters’ education or wants her 
to drop out from school 
8 10 
2.1.1b. for enrollment Makes efforts to enroll her daughters in school 5 6 
2.1.1c. keeping children in 
school 
Tries to make sure that once enrolled, daughters remain in school 16 17 
2.1.2 Supporting daughters (or 
children) with educational 
activity 
Advises children about education and learning. For example, asking them to spend 
time at home on school work or does not let them help with housework so they can 
concentrate on their studies 
22 62 
2.1.2a. helping & guiding with 
school work 
Adopts different strategies to help her children with school related work. For 
example, pays for private tuition or requests a neighbor to help her children 
16 22 
2.1.2b. keeping children 
focused on education 
Motivates them by reward or by threatening to tell their father if they don’t study 9 16 
2.1.2c. for monitoring 
children's education 
Monitor by either contacting school or by making sure that children do not get fed 
up with school. For example, if there is corporal punishment they go meet the 
9 12 
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2 
Name Description Files References 
teachers and request them to stop doing it 
2.1.3 Devising plans Strategy 12 16 
2.1.3a Plans for children to 
continue education 
Future plans for education 8 11 
2.1.3a.1 Planning against the 
odds 
Making plans for daughters’ education in the presence of very difficult 
circumstances 
3 4 
2.1.3a.2 Scenario planning Have plans for things not going according to plan. Multiple plans to deal with 
unforeseen circumstances 
4 5 
2.1.3a.3 Multiple plans Making many plans in case one fails 1 2 
2.1.3b. Lack of plans Having no clear plans in mind 4 5 
2.1.4 Actions to restrict 
education opportunities 
Taking steps to deprive daughters of educational opportunities 1 1 
2.2 Non-education related actions 1. Keeping children safe 2. Making ends meet 3. Substitute to education
(Madrassah, skill-learning) 
9 27 
2.2.1 Providing sustenance to 
children 
Working hard to provide food and shelter 7 19 
2.2.1a. keeping children safe 
and making ends meet 
Working hard to keep things running and save children from deprivation 7 19 
2.2.2 Substituting for mainstream 
education 
Skill (Hh-13 & 31) Madrassah (Hh-48 & 51) 4 8 
2.2.2a. Madrassah as a 
substitute 
In this category only those families were included (Hh-48 & 51) where madrassas 
served the purpose of bridging the gap for education. The rest of the children go to 
the madrassas as a regular thing and not as a substitute to education. 
2 6 
2.2.2b. Skill as an option Have thought of skill as an alternative support for earning 2 2 
Aspirations of mothers Mothers’ concrete goals to vague dreams and ambitions for their daughters’ 0 0 
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Name Description Files References 
education 
1.1 Education related aspirations 9 18 
1.1.1 Achieving educational 
levels 
In writing this up mention what the aspirations of daughters are as compared to 
what the mothers want. This is important because here, daughters’ opinions and 
voices are heard distinctly, especially in the cases where mothers have higher 
aspirations for their daughters. Sub-themes: Higher (Hh-18-S, 1-S, 48-V, 37-A, 26-
A, 25-A, 8888-V, 7777-V) Intermediate (Hh- 14-S, 29-A, 47-V, 7-S, 12-S, 9999-V) 
Lower (Hh-42-V, 9-S) 
0 0 
1.1.1a. Higher aspirations Hh Nos: 1-S 48-V 18-S 37-A 26-A 25-A 8888-V 7777-V There are predominantly 
two types in this category: 1. Mothers who want professional degrees for their 
daughters (Hh- 25, 26, 8888, 37, 18, 1 & 48). Link this with daughters’ aspirations 
because most of them mention that their daughters want specific things that they 
agree with. 2. Mother who wants her daughter to go to university or higher 




Hh Nos: 9999-V 12-S 7-S 47-V 29-A 14-S This includes 2 kinds of mothers: 1. 
Who want their daughters to complete higher secondary school (9-12th) (Hh-9999, 
12, 7, 47 & 29). 2. A mother who wants an equivalent level because she wants her 
daughter to be able to teach children from home (Hh-14) 
6 6 
1.1.1c. Lower aspirations Hh Nos: 42-V 9-S The aspirations included in this category are concerned with 
mothers either wanting to make their daughters complete school (Hh-9: DO=1, 
CE=1) or put them into school if they have dropped out (Hh-42: DO=1). 
2 2 
1.1.3 Lack of aspirations Have no or very minimal aspirations 9 18 
1.1.3a. in the presence of 
socio-economic constraints 
Lack of hope are the instances where mothers may express a desire for education 
but do not see any way of achieving it and so the lack of hope shows from their 
comments. For example, 'No parent would wish that their children do not get higher 
education, but it all depends on your resources (ab insaan ki jitni okaat ho utna hi 
parha sakta hai). When one earns just enough to support life then its hard (40-V-
M&D)' or 'We will see when the time comes (42-V-M&D)'.  
8 17 
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Name Description Files References 
1.1.3b. for an invisible girl 
(Hh-47) 
This one is about a case where a mother enthusiastically speaks about her sons’ 
education and her aspirations for her daughter to complete school but she says 
nothing about another daughter who left school as a child to look after the house 
when the mother was ill. -This case can be related with girls who drop out due to 
substitution effect. -Can also be compared with Hh-51 where the mother tried to 
send her daughter to school but she left due to other reasons. This moth still wants 
her daughter to attend school. 
1 1 
1.2 Non-education related 
aspirations 
11 12 
1.2.1 for marriage propositions Have only thought of children’s marriage as a possible future 6 6 
1.2.1a. Marriage as the last 
resort 
These were the cases (Hh-31, 47, 23, 7777) where marriage became the last option 
for the mothers. A few of these were the daughters who had grown into adults due 
to substitution effect, their place was home and future was marriage (Hh-23 & 47). 
There were others who wanted marriage but as the last option if school, didn’t work 
out (Hh-7777) or wanted their daughters to get married but not any sooner than 4 
years by which time she would’ve had completed school (Hh-31).  
3 3 
1.2.1b. Marriage as the only 
possible future 
These were the mothers for whom there was no possible future for their children but 
marriage. Due to poverty and the struggle for life any happy change in their life 
could be brought by marrying their children (Hh-9 & 45). 
2 2 
1.2.1c. No aspiration for 
marriage 
Have no aspirations for marriage 1 1 
1.2.2 skills as substitute for 
mainstream education 
Ins situations where either skill provided better earning opportunities or education 
was likely to be unavailable, mothers chose skill as an alternative route to survival. 
6 6 
1.2.2a. Skills for improved 
income 
Teach skills so that they become the children’s source of income 4 4 
1.2.2b. No time for skill Where either because of poverty (45) or because of extra time load on children skill 
was not given importance (40) 
2 2 
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Name Description Files References 
Daughters' own dreams and 
aspirations 
What aspirations daughters have for education 7 7 
+ve (Children having their own
dreams and asp)
Children (daughters) who have their own aspirations 6 6 
-ve (Children having their own
dreams and asp)
Children (daughters) with no aspirations of their own 1 1 
Mothers' autonomy Types could be: 1. Decision making 2. Spending control 3. Women’s mobility etc 17 35 
Decision making in the family State of decision-making in the family. The actors, and members who participate 14 21 
Spending control Who controls the spending of money in the family? 28 52 
Women's mobility What is the state of physical mobility for mothers? 24 32 
Other relevant information 15 16 
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Conceptualization of education (Mothers’) 
Nodes\\Level 2-Conceptualization of education 
Things that may shape the value of education for mothers. Mothers’ interest in education 
Name Description Files References 
Mothers' Anticipated Gains from Education: (Usefulness or expected benefits of education) These were like extended aspirations that mothers 
hoped to achieve through education 
(1) Ability to deal with a changing
world
Be able to deal with a world that is no longer like the one their mothers dealt with. 4 5 
1.1 To learn literacy and 
numeracy 
Survive in the world, read signs, signals, documents etc 4 4 
1.2 Become knowledgeable 
and wise 
know their rights and be able to make sound judgements 7 10 
(1.2a) Be knowledgeable Know more 3 5 
(1.2b) Be wise Decide better 5 5 
1.3 Become successful and be 
respected 
Earn respect for being educated and become successful 6 7 
(1.3a) Be respected 2 3 
(1.3b) Be successful 4 4 
(2) Ability to live well In the intro the data for the node ‘Have a different life than us’ can be used to 
define this category. This category has three sub-categories: 1. Improved earning 
ability 2. Freedom from depravity (Poverty and dependence on others) 3. Choices 
in improving wellbeing  
4 5 
2.1 Freedom from dependence 
on others 
Poverty and dependence on others 5 6 
(2.1a) Improved earning ability Get better jobs 8 11 
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Name Description Files References 
(2.1b) Choices for improving 
personal wellbeing 
The mothers mentioned that with education daughters will have choices. 4 6 
(3) Ability to play the designated
gender roles
The roles designated by the society I.e. wife, daughter, sister, mother etc. 1. Ability 
to conduct oneself in the society 2. Improvement in marriage prospects 3. Ability 
to take care of the family 
0 0 
3.1 Ability to conduct oneself in 
the society 
6 6 
3.2 Improvement in marriage 
prospects 
11 11 
3.3 Ability to help their children 
in learning 
1 1 
 Perspectives about daughters’ education 
4. Other relevant info 9 17 
5. Perspectives of others about
daughters' education
Perspectives of daughters, family (maternal and paternal) etc. 0 0 
5.1 Daughters' perspectives Daughters’ own perspectives about education 31 182 
(5.1a) Daughters with plans 
for education 
These were the cases where the children had various interests: - Some were very 
motivated and knew what to do  
28 76 
(5.1b) Daughters who are 
heard 
Households in which children seem to have a voice and where they don’t 10 30 




Codebook: Conceptualization of education (Mothers’) 
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3 
6. Head of households' or others'
perspectives
Perceptions about the usefulness of education 32 35 
7. Mothers’ Perceptions about school
quality
Including: School building quality -teacher support -acceptance of parents’ 
involvement in schools 
37 58 
don't know 2 2 
good 29 41 
not good 4 5 
safe 22 24 
undecided 2 2 
Support Within the Social Milieu: Social influence 
8. Support from Head of Household The information about the support (or the absence of it) which is received by 
husband. This support could also be for education or non-education related matters. 
The information included here gives an idea of the kind of support that is provided 
to the mother related with the children. 
1 1 
(8a) Negative  12 24 
(8b) Neutral  1 2 
(8c) Positive 18 29 
8.1 Support from immediate family 
(inner circle) 
This comprises of the inner social circle of the mother. This category included 
support of parents, in-laws or any other people who live in the same house with the 
mothers. 
0 0 
(8.1a) Children support from immediate family 5 5 
(8.1b) Mothers' family  support from immediate family 15 22 
(8.1c) Mothers' in-laws support from immediate family 23 30 
          (8.1d) Support from wider 
society and environment (Outer 
circle) 
This includes the support structure in the outer circle of the mothers. This includes 
the immediate neighbours, people in the neighbourhood and other wider structures 
such as schools, policies etc. This node can then be connected to the environmental 
60 119 
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factors. 
in favour 26 26 
not in favour 3 3 
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Conversion Factors: Environmental, social and personal 
Nodes\\Level 1-Conversion factors 
Mothers’ physical and social environment 
Name Description Files References 
Nodes\\Level 1-Conversion factors\\Environmental conversion factors 
Physical environment in the village. For example, economic and formal provision of education situation. Including provision of 
schools. (data sources are; survey, PBS data, RA field notes and diaries, and interviews)  
Name Description Files References 
Access to employment What kind of opportunities do people have to gain employment. A part of this node 
were the responses where people confessed that they did not get employment even 
if they had been to school. 
5 7 
Economic background situation Village and household level 0 0 
Access and transport How do people reach places? Are public transport options available? Are private 
transport options available? Is physical access easy?  
23 36 
Living conditions People’s access to facilities and public resources 5 10 
Main economic activities for men 
and women 
Jobs of men and women 50 153 
Outlook of houses How do the houses appear? How are they built? What is the apparent physical 3 4 
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Name Description Files References 
appearance of the community? 
Physical location of village Rural/urban development 3 3 
Services and basic facilities Access to schools, hospitals, banks, electricity, clean water, toilets etc 20 26 
   Formal Education Situation Village level 0 0 
Evidence of educational policies 
being implemented 
Whether government led accountability mechanisms are in place 12 24 
Number of schools near the 
neighbourhood 
38 72 
Other educational spaces Non-formal educational activities and centres 30 51 
Recent policy or social change in 
history 
Evidence of recent change in circumstances 12 27 
Nodes\\Level 1-Conversion factors\\Personal Conversion factors 
Name Description Files References 
Mother's persistence 4 6 
Self and Interactions (Cooperative 
conflict) 
Includes: 1. Perceived fall-back 2. Perceived contribution 3. Perceived interest 0 0 
CC fall-back position (strength) (T3-L1-st4) Does she feel that she is supported from her family side? Is she 
supported or helped, financially or morally? 
27 54 
CC-Maternal fall-back via parents 8 9 
CC-perceived contributions Value of own responsibilities and work (T3-L1-st6) 20 34 
Concp-'losing a mother vs father' situation 2 2 
CC-perceived interest value of own opinion (T3-L1-st5) 22 44 
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Conversion Factors: Environmental, social and personal 
Nov 10, 2019 3 
3 
Name Description Files References 
Concp-Inferred mental resources Persistence, foresight, perseverance etc 13 38 
Nodes\\Level 1-Conversion factors\\Social Conversion factors 
This theme has two sub themes: These include: 1. Social Relationships in the neighbourhood 2. Social relationship of the schools 
with mothers  
Name Description Files References 
Adult girls not being able to attend school 1 1 
Social Interdependence Dependence on others in the community 12 14 
Social relationship of the schools with the 
mothers 
47 106 
Do parents dare to approach the 
schools? 
1 1 
How are teachers perceived? 25 34 
How empowered are the parents in this 
relationship? 
2 2 
Perceptions about school quality Including: -building quality -teacher support -acceptance of parents involvement in schools 41 69 
don't know 2 2 
good 30 49 
not good 4 5 
safe 22 31 
Social relationship in the neighbourhood Community support for education 51 192 
Class-caste-ethnic differences Instances where class differences show. Through poverty or caste or any other reason 21 37 
Class relationships Relationships between classes 7 11 
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Nov 10, 2019 4 
4 
Name Description Files References 
Interdependence Class interactions and dependence 0 0 
Community support in times of need 1 1 
How close people are? for example, the poorer the closer the richer the more isolated etc. 8 8 
Occasions for community reunions Social events and gatherings 28 33 
Neighbourhood and its support for girls' 
education 
Perceptions of the community 36 88 
in favour 26 30 
not in favour 3 3 
undecided 2 2 
Perceptions about neighbourhood 
relatedness (support vs intrusion) 
Neighbourhood support 37 67 
negative 6 7 
Village people grapevine Informal communication in neighbourhood 3 4 
neutral 6 6 
positive 28 30 
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Codebook-Mothers' Financial and Educational Situation (Resources) 
Nov 10, 2019 1 
1 
Mothers' Financial and Educational Situation (Resources) 
Nodes\\Level 1-Mothers' financial and educational situation (Resources) 
This is the relative financial situation of the households in the samples. This is not the ‘relative financial situation’ 
based on indices but an estimate of two things: 1. How do people perceive their financial situations 2. How do they 
compare based on the ‘outlook of their houses’, their expenditures and generated income. 
Name Description Files References 
Alternative sources of income Aside from the family members who were earning income independently were there 
any other sources through which the family was earring an income. For example, 
cattle rearing or agricultural land (if it was additional to a regular job that the bread 
earner was performing) 
34 34 
Employment status The type of jobs being performed by the income earners. This category also included 
the nature of work. For example, daily wage labourer or contractual. 
31 33 
House owned 42 63 
main economic activities for men and 
women (income sources 
Jobs of men and women 50 139 
Schooling status of mother 30 30 
Size of the family This included information about the number of children and also if there were other 
families who shared the house with the participant family 
31 49 
Source of income The number of people in the family or house who were earning income to feed the 
participant family. It could be the parents or any additional relatives living in the same 
house. Additional income earners were included if the income earners were putting 
30 33 
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Codebook-Mothers' Financial and Educational Situation (Resources) 
Nov 10, 2019 2 
2 
Name Description Files References 
earnings in the same pot and all the house members were using from the same pot. 
Financial situation The data from this code was used for the writeup of financial situation of the 
households. 
21 37 
Outlook of the house Houses were Mud & bricks= Such houses had a small constructed area. Floors were 
mud plastered and the overall look was rural Bricks & cement= houses were mostly 
cemented but may have mud plastered floor or lack cemented plastering on walls. 
Cemented= completely cemented, with concrete and cemented or tiled floors. 
30 30 
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Mothers' stories (History and Temporality) 
Nov 10, 2019 1 
1 
Mothers' stories (History and Temporality) 
Nodes\\Level 4-Mothers' stories (History and Temporality) 
Mothers’ telling stories about their past and life struggles 
Name Description Files References 
1. Mothers' education related history Historical events in childhood and life 30 64 
2. Mothers' educational history Their own experience with education. Either in the situations where they attended 
school or if they didn’t 
0 0 
3. Mothers Never enrolled 1 11 
3.1 Reported reasons for 'never-
enrolled' status of mothers 
0 0 
(3.1a) Mother never enrolled-
because of early marriage 
1 2 
(3.1b) Mother never enrolled-
because consumed with 
poverty 
1 9 
3.1c) Mother never enrolled-
social barriers 
1 2 
3.2 Mothers who completed their 
school cycles 




(3.2b) Mothers' education -
completed secondary or 
1 6 
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Mothers' stories (History and Temporality) 
Nov 10, 2019 2 
2 
Name Description Files References 
higher 
3.3 Mothers who dropped out before 
completing school cycles 
The school cycles under consideration are: Primary school, secondary school or 
higher secondary 
0 0 
(3.3a) Reported reasons for 
dropping out before completing 
primary 
1 5 
(3.3b) Reported reasons for 
dropping out before completing 
secondary 
1 3 
4. Mothers' experiences of early
marriage
Re-telling of their stories 8 10 
5. Mothers' general history (before
marriage)
In response to ‘tell me about yourself?’ 30 100 
6. Mothers' history after marriage Mothers’ telling of their experiences in their married life. These usually related with 
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Table 1: Operational definitions of economic empowerment 
Definition of economic empowerment 
from literature 
         Operational definitions for economic 
empowerment situation of mother
‘the process which increases women’s real 
power over economic decisions (emphasis 
added) that influence their lives and 
priorities in society.’ (Tornqvist & Schmitz, 
2009, p. 9) 
In both the definitions there is an emphasis on 
women’s control over the household 
economy. Therefore, for a mother in a 
household there are two ways in which this 
‘control’ can be practically observed: 
1. Mothers’ power over income 
expenditure:  Household income put in the 
hands of women.  
2. Mothers’ participation in household
decision making: Their perceptions of
participation in household decision making
during income distribution.
‘a woman is economically empowered when 
she has both the ability to succeed and 
advance economically and the power to 
make and act on economic decisions’ 
(emphasis added). (Golla et al., 2011, p. 4)  
2. Mothers’ power over income expenditure
Power over income expenditure refers to, ‘income in the hands of the women (or
mothers)’ (Duflo, 2012, p. 1065). Which is an influential tool for women to achieve 
empowerment (Duflo, 2012; Thomas, 1990, 1993). When mothers have the authority to 
manage money for the family, they are able to have a certain degree of control on some family 
matters. It is debatable whether having control over expendable resources inspires 
empowerment or vice versa. In either case identifying mothers who bear the responsibility of 
spending resources helps to distinguish power patterns.  
2.1 Data and sources 
Interview data from mothers, household heads, family elders and children were used to 
collect evidence. Manifest and latent content was used to triangulate findings. Opposing views 
of participants were utilised to problematise situations and reach results.  
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Figure 1: Mothers power over income expenditure 
2.2 Findings and Discussion 
Mothers had varying degrees of control on spending the income that was being 
consumed for their families. The resultant categories of mothers are given in the pie chart 
below.  
One of the factors which determines mothers’ control on expendable income is the 
source of income. For example, in households where mothers; earn money (Hhs-12, 13, 18, 29, 
37, 42, 45, 51, 77, 99, 09, 04, 44, 25, 49), their sons earn income independently, or their 
husbands earn for a nuclear family, mothers are more likely to have greater control over 
resources. Women’s participation in productive activities (activities that earn money for the 
family) secures them a stronger place in their families, especially in the form of greater decision 
making power (Blumberg, 2007). The evidence in this study supports this notion because a 
majority of the mothers who reported to have full control over their household resources (Fig.         
MOTHERS POWER OVER INCOME EXPENDITURE
Control all income No-control over income
Are given money to spend Control their own earning
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category ‘Control all income’ N=7, see table 2 for mothers’ profile) were actively engaged in 
productive activities (Hh-18, 37, 42, 45, 51, 09).  
Table 2: Mothers who control all income 
Five of these mothers have never attended school and yet they are able to exert a degree 
of control in their families (Hh-18, 37, 42, 45, 51). The interesting exception is that of Saira 
(Hh-07). Saira has studied at school for six years, is a housewife and lives in a house with three 
of her brothers-in-law and their families. She reports that she is responsible for distributing 
income for her family’s needs. Saira claims, ‘My husband gives everything to me’. Her 
husband Malik shows confidence in Saira’s abilities to manage the household budget. He says, 
‘My wife is literate (schooled) and she can calculate and handle household budget’. Malik’s 
comment highlights the importance of education in securing what French and Raven (1959) 
would term as ‘expert power’ for mothers. Saira’s case also reminds us that education acts in 
complex ways to empower women. For example, in the same group of women who report to 
control income, only Saira (Hh-07) Zakia (Hh-18) are schooled. Saira and Malik expressed 
dissatisfaction with their standard of living with the family. Saira occasionally complained that 
her children were the youngest and so were often rebuked for making a mess or being too loud. 
Malik was unhappy that his parents had given him a small room which his family of 8 had 
outgrown. Here, both the spouses were going through the same problems and a level of 
understanding could be sensed from their responses. It is hard to say that contrary to the 







Work status Education 
status 
(years) 
1 Zakia (18) Lone Lady Health Worker 10  
2 Bushra (37) Lone Rears Cattle 0 
3 Bano (42) Nuclear Bakes bread 0 
4 Irum (45) Nuclear Labours at brick kilns 0 
5 Nadira (51) Lone Bakes bread 0 
6 Saira (07) Extended Housewife 6 
7 Tehmina (09) Nuclear Labours at brick kilns 0 
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common belief, Saira was entrusted with the household budget because of living in an extended 
family but her situation in her household was driving concord between them. The evidence 
from mothers in this group suggests that mothers’ ability to earn income is a strong predictor 
for them ‘to have money in their hands’. Education and family household structure, 
traditionally known to impact women’s autonomy are effective but in many complex ways. As 
seen in Saira’s case, bigger families with multifaceted authoritative structures may in some 
cases increase the mothers’ control on her individual family resources. To explain these points 
further I will discuss the second category of mothers who had the power to control the income 
that they earned themselves. 
Some mothers were able to retain their earned income and use it at their discretion (Fig-
3 category ‘control their own earning’, N=7, see table 3 for profile), while the distribution of 
main resources was being managed by their male household heads (Hh-04, 12, 29, 44, 77, 13, 
25).  
Table 3: Mothers who control their own income 
Mothers who Control their own Earning 
Sr. 
No 
Mothers’ names Household 
structures 
Work status Education 
status 
(years) 
1 Nusrat (04) Lone Seamstress 5  
2 Ayesha (12) Nuclear Handmaiden 0 
3 Yasmeen (29) Extended Sells dairy 0 
5 Fizza (77) Extended Seamstress 8 
6 Gul (13) Nuclear Runs a shop from 
home 
0 
7 Tania (25) Extended Seamstress 10 
Although these mothers were not as influential as the ones who controlled all resources, 
they were able to publicly earn and keep their money.  It is interesting to see that the mothers 
in this group are fairly distributed in the household structure categories (lone=1, nuclear=3 and 
extended=3). This is an important point to note because it rejects the assumption that living 
with bigger families negatively influences autonomies of women (Lakdawala, Balasaria, & 
Rajput, 2001). Mothers family power is relational and contingent upon the household structures 
but more importantly family support. To elaborate on this, I give Neelum’s (Hh-49) example. 
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Just like many other mothers in the sample who enjoy having control over expendable 
resources, Neelum too participates in earning income for her family. She lives with her husband 
and children in a small mud, brick and cement house. The main source of income for her family 
is manual labour in the brick kilns. She says that as long as she can remember she has laboured 
at the brick kilns. Even when she was a child, she supported her elderly parents and later earned 
for her husband who was bed-ridden for a long time. Neelum’s adult sons are earning now and 
she occasionally helps them by working at the kilns. She explains, ‘My husband keeps the 
money. Whatever I earn from kilns or my sons, we all bring to my husband. He buys everything 
we need at home’. For Neelum, earning an income or living in a less dense family (nuclear 
household structure) does not gain her control over household resources.  
The previous point can be explained with the help of Ghazala’s (Hh-99) case, who 
belongs to the group of mothers that are given money for domestic and personal use (Fig 3 ‘Is 
given money to spend’, N=9 see table 4 for profile).  
Table 4: Mothers who are given money to spend 
Mothers Who are Given Money to Spend 




Work status Education status 
(years) 
1 Asiya (01) Extended Housewife 10  
2 Diba (44)  Nuclear Housewife 0 
3 Riffat (22) Extended Housewife-Recently sold a goat 5 
4 Meena (47) Nuclear Housewife 0 
5 Maria (48)  Nuclear Housewife 2 dropped out 
6 Ghazala (99) Nuclear Shopkeeper 8 
7 Savera (14) Lone Housewife 2/3 dropped out 
8 Hina (33) Extended Housewife 0 
9 Safia (40) Nuclear Housewife 0 
10 Sana (02)  Extended Housewife 0 
Ghazala is different in this group because in a majority of these families the income is 
being generated by household heads (H-H). Therefore, either the H-H manages the grocery or 
gives a budget to the mother. Mothers are also free to ask for money if/when needed. However, 
Ghazala’s situation is an anomaly in the group because she assists her husband in earning 
income for the house. Her husband Zafar has converted a part of their house into a grocery 
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shop. Occasionally, when Zafar has to go out Ghazala takes over for him. Even though she is 
actively involved in the business she does not have any independent control over the resources. 
In this particular case, Ghazala has all the three attributes discussed above i.e. living in a nuclear 
household structure, participation in productive activities and education (8 years), but much 
like Neelum she is also unable to gain economic power. I explore this further with the help of 
the category of mothers who are reported to have no control over their household income.  
A group of mothers were reported to have no control over income (Fig 3 category, ‘No-
control over income’, N=7, see table 5 for profile).  
Table 5: Mothers who have no-control over income 
Mothers Who Have No-Control Over Income 
Sr. No Mothers’ names Household 
structures 
Work status Education status 
(years) 
1 Neelum (49) Nuclear Labours at brick kilns 0  
2 Kalsoom (50) Extended Housewife 3 dropped out  
3 Mona (88) Nuclear Housewife 10 
4 Wajeeha (17) Lone Housewife 5 
5 Rabbia (23) Extended Housewife 4/5 dropped out 
6 Amber (26) Extended Housewife 10 
7 Huma (31) Extended Housewife 10 
‘No-control’ meant that they would not have access to money directly. A majority of 
the mothers in the ‘no-control’ group were not participating in productive activities, this 
corroborates with the results from the group of mothers who ‘controlled all the income’ in their 
families, where the strongest factor was that they were earning income. There is just one 
exception in this group Neelum who was earning but still had no-control, which I have 
discussed earlier. An illuminating finding in this category is that of Mona (Hh-88), Ambar (Hh-
26) and Huma (Hh-31). The three mothers have 10 years of schooling. This is the highest level
of education in the overall sample. Ambar and Huma are from Chak Ameeran, which offers
better economic and social opportunities for women, but they are still unable to gain control
over resources. If the claims in favour of education and macro environmental support for
women’s empowerment held true, Ambar and Huma would have control over their household
expenditures but that is not the case with these mothers. With respect to household structures,
the mothers in this group are mostly from extended households (5) but a few are from nuclear
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families (2) and one from a lone family. On a cursory view, the numbers for extended families 
are more but the exceptions, for example, Wajeeha (Hh-17) who lives in a lone family structure 
is noteworthy. 
It is evident from the analysis for ‘mothers’ power over income expenditure’ that the 
normative assumption of mothers’ education, expanding her freedom (in terms of having 
control over income) is being challenged in this sample. Illustrated in the tables a good 
distribution of mothers with schooled background (5-10 years of schooling) are seen in the 
group with lowest control on income (mothers who have no-control). Similarly, many mothers 
with unschooled background (No-schooling or dropped out before completing primary school) 
appear in the group with the greatest control on income (mothers who claim full control).  
One theme that runs consistent in the data is that a good majority of mothers who are 
earning money are able to claim control over spending as well.  This reinforces the importance 
of economic empowerment for women. This consistency is absent for the other attributes like 
mothers’ education and their co-residence in less-dense household structures such as nuclear 
families. In the sections above, I have elaborated on these anomalies with the help of extreme 
cases and discussed how these are conditional on contextual and social environments. These 
findings highlight the importance of social interactions within particular socio-physical 
contexts of these mothers. Therefore, to gauge an idea of mothers’ relational power in the 
family I analyse mothers’ participation in household decisions where this interaction is most 
observable.  
3. Mothers’ participation in household decision making
Women’s ability to participate in household decision making is recognised as a determinant
of their empowerment (Abrar-ul-haq et al., 2017; Syed, 2009). In this section I analyse 
mothers’ participation in various kinds of household decisions. Household decision making is 
a process that involves other family members as well. The most direct key player that a mother 
interacts with as decisions take place is the household head. In most of the cases this is the 
husband. In the initial section I analyse mothers’ involvement in decisions by relating them 
with the husbands’ responses.  
I approach this data with care as Bradshaw (1987) warns against a possible bias in 
interpreting spousal perceptions. For example, a response from the mother or household head 
may not be taken at face value if there are instances in the data that negate those comments 
(also see Bradshaw, 2013, p.90). To understand this let’s discuss the case of Meena (Hh-47). 
Meena lives with her husband and children. She does not earn income and her husband Saqib 
manages the household budget, whether groceries, clothing or even accessories for her and 
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their children. If Meena needs something she asks Saqib for money, which she claims he gives 
gladly. She is happy to tell me that she can make him bring things even if they are expensive. 
For example, she says, ‘we needed a fridge I told him. He got it for us. Whether he has to 
borrow money for it or whatever he does he buys it for us’. When asked whether she is able to 
make Saqib change his mind when there is a difference in opinion she says, ‘If a woman does 
not wrong the husband, he usually listens to her’. Note that neither Meena nor Saqib mention 
any conflict situation but implicit in the responses is the information that Meena has hardly any 
control over income expenditure and although she can influence certain decisions, to her, 
participation is ‘conditional’ on whether she has ‘wronged’ Saqib. To minimise causing errors 
because of such nuances and I read complete interviews, occasionally cross-examining data 
with other sources. 
It is important to understand that decision making can be seen as a process and like Sen 
(1990) reinforces with his household bargaining models, it can be ‘driven by implicit or explicit 
strategies’ (see Benería, 2009, p. 215). Similarly, when mothers negotiate for favourable 
outcomes during decisions, it may not be an ‘explicit process of bargaining’ (Agarwal, 2009, 
p.160). In this study I have considered consumer decisions i.e. those regarding household
purchases and social decisions i.e. those regarding education, especially for daughters.
Consumer decisions are explicit because they take place on regular basis and respondents can
identify their own involvement as they happen. Decisions regarding daughters’ education are
more implicit because they may vary from a short event of enrolment to a slow process of
convincing, if there is resistance. In this section I discuss the explicit consumer decisions.
Social decisions will be explored in the next chapter bringing mothers’ family power together
with the implicit daughters’ education decisions.
3.1 Data and sources
The participation in decision-making was recorded by using latent and manifest content 
(perceptions) from mothers’ as well as the household head’s. Another source used for filling 
informational gaps was data from children’s interviews. For example, Kulsoom (Hh-50) does 
not give any specific information about her participation in household decisions and her 
husband Qadir claims that her input is sought during decisions. Their son Aslam clarifies the 
situation by saying in his interview, ‘Most of the decisions of the household are taken by my 
father and my mother only takes decisions for household related affairs’. Sometimes supporting 
data, for example mothers’ physical mobility and her freedom to visit neighbours, friends or 
family also provided additional evidence to support the findings.  
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4. Mothers’ participation in household decisions
Purchasing household items of everyday use are the regular decisions that occur in
families. Therefore, it is important to understand how mothers participate in these decisions. 
Purchase decisions are concerned with smaller items such as groceries, clothes etc., or larger 
commodities such as refrigerator etc. The distribution of mothers in different categories 
according to their participation in smaller and larger household purchase decisions after the 
analysis is given in figure 4.  
Figure 2: Mothers' participation in decisions regarding household purchases 
As evident from the chart, a majority of the mothers in the sample are able to participate 
in domestic related purchase decisions (20/30). The analysis for mothers’ involvement in 
household decisions validates the findings from ‘mothers’ control over household income’. For 
example, all the mothers from the group who were ‘controlling all income’ in their family are 
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the ones that are participating in small and large household decisions. Similarly, Mothers who 
were reported to have no control over income expenditure are mostly the same ones who have 
no-participation in household decisions either. Note that, a majority of the mothers who are 
able to participate in decisions are earning income for their families (13/20). According to the 
literature this is expected because income earning ability is known to increase women’s 
empowerment (Sultana, 2011).  
Upon studying these mothers closely, it is apparent that there are differences in the way 
their authority becomes functional and therefore mothers’ influence is socially complex to be 
reduced to a few attributes only. For example, Zakia (Hh-18), Bushra (Hh-37) and Nadira (Hh-
51) participate in all kinds of household decisions because they share the attribute of being the
functional family head in the absence of their spouses. Zakia’s husband has migrated to UAE
and even though her father-in-law lives with her, she is the one who communicates with her
husband and manages the house by herself. Similarly, Nadira is a widow. She lost her husband
when her children were very young. Nadira lived on charity for some time but soon started a
tandoor (bread baking) business and is now able to provide well for her children. Her sons are
adults and they earn too.
On the other hand, Bushra’s husband Basheer, lives in another city and she is raising 
her children with the help of her sister who resides with her. Bushra took a stand for her eldest 
daughter’s education and as a result Basheer in his spite only provides for their younger 
children. If we observe closely even within this group Bushra is different because she had to 
violate social norms by refusing to abide by her husband’s wishes. Emphasising on the 
importance of social mechanisms I quote another example of Irum (Hh-45) and Tehmina (Hh-
09) who wield family power by participating in family decisions. Unlike mothers discussed
recently, these two are living with their husbands, who until recently have been contributing to
the family income. The husbands of both these mothers are known to be short tempered.
Tehmina elaborates on this when she says, ‘When he [my husband] would get angry he would
stop talking for days. He is short tempered, but he is easily appeased too [smiles]’. Tehmina
continuously makes efforts to keep Tariq motivated for the same goals as her’s. For example,
she mentions many episodes in the past when Tariq, her husband would not agree with her
when she was saving money to buy land and how she was able to convince him through
counselling. Similarly, Irum’s husband Irshad, is also known for his bad temper, Abdul, Irum’s
son makes this point clear when he says,
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‘When my parents need to make a bigger purchase they both discuss and decide with 
consensus. Most of the times my mother's opinion is accepted because she speaks with 
love. My father talks bad, so we don't listen to our father but always listen to our 
mother’. 
As seen in Abdul’s comment Irum and seen in Tehmina’s case too-the mothers maintain 
their control not just because they are earning income but also because they have adult children 
as allies who are key players in household decision making. It is argued that children (age 9-
17 years) increase their decision making power as well as involvement in decisions as they 
grow (Dornbusch et al., 1985; Yee & Flanagan, 1985). In some families at a certain stage 
parents ‘grant autonomy’ by transferring their ‘right’ to make decisions, to their children 
(Bulcroft et al., 1996; Bumpus et al., 2001). In rural households that mostly survive on the 
border of subsistence, children especially adult sons, who support their families reach this stage 
soon, like seen in the case of Irum and Tehmina. Being mindful of the need to understand these 
mothers’ situations during educational decisions, in the following sections I select cases, based 
on their family power status and educational levels to build the foundation for the next chapter. 
The analysis for control over resources and decision-making power shows that the 
mothers’ categories for control on decision making is consistent across both analyses.  
Table 6: Consistency of  mothers' power across control over decision making and spending of resources 
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decisions (N=0) (N=0) 
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The chart illustrates that the categories for decision making hold for control on 
household expenditure as well. To explain further, majority of the mothers who are able to 
participate in large (decisions regarding purchase of bigger household items such as tractors 
etc) and small decisions (decisions regarding smaller items such as grocery, clothes etc) are the 
same ones that claim to control all the income in the family, regardless of whether they 
themselves are earning (see cells in table highlighted yellow). Conversely, none of the mothers 
who control all the income of their families have no participation in family decisions (see cells 
in table highlighted green). After confirming the categories for decision-making power, I now 
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